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Abstract
Disproportionality is the overrepresentation and/or underrepresentation of a specific population or
demographic group including gender, race/ethnicity, or socioeconomic class in special education
programs relative to the group’s presence in the overall student body. Research suggested that the
overrepresentation of Black male students in special education is the result of subjective testing
practices and eligibility processes that stem from societal beliefs and staff biases rather than
objective measures used to diagnose the presence of specific disabilities. While Black male
students are historically overrepresented in special education, the concern is that the inappropriate
placement of Black male students is a form of segregation, as these students may be moved into
smaller classes, receive less rigorous instruction, and held to lower academic performance
standards compared to their general education peers. The label of special education compounded
with reduced access to general education peers and coursework is detrimental to Black Male
students. Considering the Black Male students' overrepresentation in special education, the Critical
Race Theory, credited to Bell (1995), comprised the conceptual framework of this study. Since
there is little literature on how multidisciplinary team members perceive the implementation or
outcomes of Positive Behavior Intervention Support, Response-to-Intervention, and Multi-tiered
Systems of Supports, it was essential to explore the case of Black male students’
overrepresentation in special education through ascertaining the perceptions of team members that
determine placement and re-evaluate the appropriateness of the placement and supports provided.
Keywords: special education, disproportionality, overrepresentation, Critical Race Theory,
qualitative descriptive case study, African America male students, Black male students
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Chapter 1: Introduction to the Study
Introduction
Disproportionality of Black male students in special education within public K-12
schools in the United States persists as a case, despite a plethora of studies documenting its
ongoing prevalence and detrimental effects on these students (Dever et al., 2016). Multiple
definitions of the term “disproportionality” may be found within available literature. For the
purpose of this study, special education disproportionality is defined as “an overrepresentation or
underrepresentation of a particular student group within a setting or outcome of interest, given
that group’s proportion in the total population” (Dever et al., 2016, p. 60). Cruz and Rodl (2018)
offer a similar definition of disproportionality within special education but included factors
associated with special education disproportionality noting, “gender, race/ethnicity, or
socioeconomic status [factors that] differentially affects the probability of being labeled as
having a disability and placed in special education” (p. 50). The inclusion of race/ethnicity and
gender are essential in understanding the disproportionate representation of Black male students
based on the intersection of race and gender. As such, the Critical Race Theory (CRT) developed
in the 1970’s and 1980’s and credited to Bell (1995), was essential for exploring this case and
served as the conceptual framework.
School organizational processes have continually evolved to enhance student
performance by improving instructional methods, which includes introducing changes to match
teaching strategies and interventions. Following its recognition by the Individuals with
Disabilities Education Act (IDEA) in 2004, Response-to-Intervention (RtI) became one of the
most discussed innovation initiatives. RtI was accepted as an alternative to a disparity paradigm
for recognizing students with particular learning disabilities with the reauthorization of IDEA in
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2004. The law Education for All Handicapped Children Act (PL94-142) gave parents the
autonomy to make decisions about their child's education, the right to due process and
confidentiality, and mandated that an individual education plan (IEP) be established and
implemented adequately for any child identified with a disability. Further mandates warranted
education to occur in the least restrictive environment and that all testing be culturally relevant
and impartial.
After the implementation of IDEA in in 2004, RtI has been one of the most debated
innovation initiatives. This is a commonly accepted multi-tiered problem-solving approach
focused on evidence to promote the academic success of the students. Another extensively
practiced multi-layered approach is the positive behavior intervention support (PBIS), which
aims to promote and improve student behavior. This systematic framework utilizes data-based
problem solving and decision making to integrate academic and behavior instruction and
intervention in a continuum of multi-layered evidence-based practices.
Georgia has adopted the national definition of a Multi-tiered Systems of Supports
(MTSS). MTSS is a relatively new term but not entirely a new concept; instead, it is more a
puree of previous reform efforts. MTSS is a framework for connecting existing efforts and
programs across disciplines and integrating the existing resources for students into a unified
whole. MTSS is a program that uses data-based problem solving and decision-making with
multi-layered approaches and evidence-based strategies and includes two distinct components,
namely RtI and PBIS. The multilayered response-to-intervention systems was adopted by
schools to improve student outcomes in both academics using RtI and behavior using PBIS. The
integration of academic and behavioral support into one system has become an area of increasing
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interest because such systems require an intensive level of implementing and sustaining
resources (McIntosh et al., 2010).
The MTSS service delivery model involves the use of evidence-based instruction and
intervention as well as data-based decision-making to ensure correct detection and handling of
student problem. MTSS service delivery model is based on a set of core values that address the
issues noted in both ESSA (2016) and IDEA (2004). MTSS is a comprehensive term used to
describe several of the multi-tiered, problem-solving service delivery strategies including RtI and
PBIS. Further, the MTSS is a paragliding concept that involves a problem-solving strategy
focused on evidence, with tiered approaches for both academics and behavior. Most current
programs, such as PBIS and RtI, share the traditional components of problem-solving approach
based on the results. PBIS is a multilayered problem-solving method focused on data with the
goal of supporting and enhancing student behavior. RtI is a well-known multi-tiered framework
for promoting academic achievement among students.
Although MTSS and RtI are two separate frameworks, the terms are often used
interchangeably, which causes professional confusion. As such, it is necessary to understand how
these frameworks are interwoven and complement each other to create the MTSS framework.
The MTSS framework involves early identification of behavioral and learning issues; therefore,
it provides an opportunity to assist students immediately rather than waiting for more significant
academic and behavioral difficulties (Georgia Department of Education [GDE], 2020). MTSS
uses a three-tiered approach that increases the intensity of the intervention if the student does not
demonstrate an adequate response to an intervention (GDE, 2020). MTSS also includes
interactive, overlapping, and/or communicative support languages. In order to provide a cohesive
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support network, educators are required to actively work together and connect with all
stakeholders.
Background to this Study
Based on the presented definitions of disproportionality and overrepresentation, Black
male students are underrepresented in gifted programs and overrepresented within the special
education population, which many researchers contend may stem from the eligibility processes
used for identifying disabilities and placing students in special education (Cruz & Rodl, 2018).
The process includes room for subjectivity (Dever et al., 2016) and does not remove the
influence of stereotyping and biases (Johnson et al., 2017; Robinson & Norton, 2018). The
recognition that Black male students are overrepresented in special education have generated
numerous strategies and supports intended to reduce this case including School-Wide Positive
Behavior Interventions and Supports and Culturally Responsive Positive Behavior Interventions
and Supports; both of which are multi-tiered and intended to address “disproportionality that is
observed amongst ethnic minorities” (Johnson et al., 2017, p. 5). Additional research-based
approaches to accomplish the same goal include RtI and MTSS separate from those offered by
SWPBIS.
This study served to evaluate the perceptions of the implementation of PBIS, RtI, and
multi-tiered systems of support (collectively referred to as MTSS), as perceived by members of
the multidisciplinary evaluation team (MET). MET, in this study, include administrators, special
education teachers (SET), general education teachers (GET), school counselors, and school
psychologists. These MET members are decision-makers in determining special education
placement and responsible for evaluating the implementation of MTSS in terms of student
success and outcomes (Robinson & Norton, 2018). Since MET members determine special

5
education eligibility, it was vital to explore their perceptions regarding the implementation and
outcomes of MTSS.
Black students ages 6-21 are 1.4 times more likely to be identified with a disability and
served in special education (DeMatthews & Knight, 2019). Researchers have identified longterm negative effects resulting from inappropriate placement in special education (Sprague,
2018). For example, students remaining in special education have limited access to curriculum,
are more likely to have less rigorous curriculum, and subject to racial separation (Artiles et al.,
2010). As such, there was an urgency to explore how MET members perceived the
implementation and outcomes of MTSS on Black male special education students for the
purpose of refining MTSS to better serve Black male students and reduce their
overrepresentation in special education.
This chapter presents my personal connection with the research topic and identifies the
problem that this study addressed. Further, the purpose of the study and the research questions
are presented. In this chapter, I explain the chosen methodology and research design used to
answer the research questions, discuss the case, and present the problem. The definition of terms
for this document follows the methodology and research design section, and this chapter
concludes with a summary that captures the contents of Chapter 1 and introduces Chapter 2.
Personal Connection with the Research Topic
In this section, I present my personal connection to the research topic. Skiba (2013)
contends an educator’s personal beliefs, attitudes, and ideology around education are essential
for understanding and improving educational processes and that these are firmly connected to the
educator’s systems for adapting to challenges within their daily life and inform on their wellbeing. Further, these individual factors shape students’ learning environment and school culture,
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which impact student academic achievement (Hargreaves, 2000). Therefore, educators should
continually self-reflect on their beliefs, attitudes, and ideology, and pursue options to broaden
and develop themselves. It is also important that educators refine their beliefs, attitudes, and
ideologies to maintain a personal and educational philosophy that reflects society and student
learning needs.
As an educator, I firmly believe in the power and influence of education within our
democracy. Education provides an understanding of the historical and contemporary contexts of
schools. Through my own education, I have developed a sense of urgency in meeting the needs
of all students. Therefore, my conviction is that all students should have access to a well-rounded
rigorous curriculum, be held to high standards and expectations, and have their performance and
successes measured by their progress and commitment to learning as opposed to standardized
testing or other instruments known to marginalize students of color. In my efforts to ensure
academic achievement, regardless of race, gender, and socioeconomic status, I maintain that
educators and administrators should be held accountable for building and maintaining
environments that guarantee equity in content, rigor, expectations, and performance measures.
I have served as a special education high school teacher serving grades 9-12 in an urban
southeastern high school. My role in providing specialized individualized instruction to students
with disabilities included serving as a member of the MET, which made me a decision-maker in
determining student eligibility to receive special education services. In this capacity, I felt
compelled to assess students objectively using tools and instruments that could provide
quantifiable indiscriminate data as opposed to subjective qualitative data that so many other
educators and MET members rely on in making their determinations (Skiba, 2001).
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In serving as a member of a MET, I witnessed first-hand the overrepresentation and
disproportionality of Black male high school students and the underutilization of quantitative,
objective data in decision-making. It was very troubling to witness Black male high school
students at this age and time being identified and placed in special education programs. Most
students are identified for special education services in elementary school, so being identified in
high school as a student in need of special education services is too late. Most students placed in
special education programs struggle academically, which could contribute to them acting out
resulting in suspensions and missed instruction. Research also indicates that suspension is being
used disproportionately affecting students who are: male, of low socioeconomic background, of
minority ethnic background, and identified as having a disability or low academic competence
(Skiba et al., 1997). Suspension and expulsion lead to a progressive disengagement cycle that
increases the risk of subsequent disciplinary measures and exclusion, academic failure, and
dropout rates (Butler et al., 2009).
As a Black male, I felt compeled to explore how the supports designed to reduce the
overrepresentation of Black males in special education are implemented within public schools
through exploring MET members’ perceptions of MTSS implementation and outcomes. In this
way, I contributed to the body of knowledge of how public schools are reducing Black male
students’ overrepresentation in special education and ultimately promoting educational equity in
schools. Recommendations and implications from this study are presented in Chapter 5.
Problem Statement
In schools across the United States, Black students are more likely to be placed in special
education classes more than any other group, with Black males making up 80 percent of all
special education students (DeMatthew & Knight, 2019). Apart from learning disabilities, Black
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students and especially boys experience a disconnect when it comes to figures of authority in
their classrooms (Skiba et al., 2001). White women dominate the K-12 teaching field, many of
whom are highly trained and genuinely involved in helping all of their students excel but lack the
first-hand experience needed to communicate with their Black male students (Johnson et al.,
2017). Therefore, it is not shocking that in K-12 classrooms, especially in the high school setting,
the drawbacks that Black males carry to their schools are not reversed, they are being furthered.
When Black male students grow older, they are constantly disadvantaged in their schools and
communities because they have less than equal access to the opportunities that their already
advantaged peers receive (Robinson & Norton, 2018).
It has been repeatedly demonstrated that punishment for Black males is harsher than any
other demographic, including first time offenders in colleges. Nationally, Black males unfairly
account for two-thirds of all school suspensions (Sprague, 2018). Removing Black male students
from schools as a means of punishment removes them from this formative atmosphere, deprives
them of access to instruction, and creates a critical cycle that excludes them from the protection
and stability offered by the school (Girvan et al., 2016). These students miss instructional time
and impedes them from obtaining Carnegie for graduation. Such trends are not conducive to an
improvement in the numbers of Black males attending and graduating from high school in the
United States. Statistically speaking, Black males in high school have the lowest test scores, the
worst grades, and the highest dropout rates (Skiba et al., 2015). Black males face unique
challenges that may compromise their success in the most important years of their life –
high school. Black male high school students are the focus of this work because they are more
volunerable and susceptible to dropping out of school and ending up in prison.
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This study explored how MET members (including an administrator, counselor, school
psychologist, SET, and GET) perceive the implementation PBIS, RtI, and MTSS as well as their
outcomes on reducing the overrepresentation of Black male students in special education in an
urban high school located in southeastern state in the United States (Sullivan et al., 2019). Within
the surveyed literature, there is a paucity of studies pertaining to the implementation and
outcomes of MTSS as perceived by MET members, which presented the need to explore their
perceptions. Therefore, the MET members created a homogenous group of professionals
assigned to implement MTSS.
Qualitative studies typically comprise a homogenous group of participants (Yin, 2018),
which justified the decision to confine the study to only MET members. Only school
psychologists participated in the study by Sullivan et al. (2019) despite heavy emphasis within
the article regarding the influence of all MET decision-makers on determining special education
eligibility. Further, studies regarding the disproportionality of minorities in special education,
such as gender, race/ethnicity, and socioeconomic status, focused on specific types of
disabilities, such as emotional and behavioral disorders (Sullivan, 2017), speech or language
impairment, and intellectual disabilities (Robinson & Norton, 2018). However, even though the
presented studies are important for understanding the impact of overrepresentation, the focus of
this study was on the implementation of MTSS in an urban high school (Robinson & Norton,
2018; Sullivan, 2017; Sullivan et al., 2019; Yin, 2018) ).
Despite the abundance of research documenting disproportionality of Black males
students in special education (Cruz & Rodl, 2018), no studies within the surveyed literature
explored the implementation of MTSS in an urban school setting (Utley & Obiakor, 2015) or the
outcomes of MTSS on reducing the disproportionality of Black male students in special
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education (Eagle et al., 2015). Further, no studies were found that explored the implementation
or outcomes of MTSS from all members within a MET including administrators, counselors,
school psychologists, SET, and GET. Therefore, there was a need to explore the perceptions
from the MET members’ point of view regarding the implementation and outcomes of MTSS.
The qualitative inquiry generated an understanding of how these individuals felt about MTSS
implementation and outcomes, which was essential for learning if MTSS was perceived to be
effective while also eliciting recommendations to improve the implementation of MTSS. This
study was intended to understand how MET perceived MTSS, as held perceptions influence
outcomes (DeMatthews & Knight, 2019), thus, adding to the body of knowledge on MET
members’ perceptions of the implementation of MTSS within their buildings.
Purpose of the Study
The purpose of this qualitative, descriptive single-case study was to explore the
perceptions of a MET that include an administrator, counselor, school psychologist, SET, and
GET regarding the implementation of PBIS, RtI, and MTSS in an urban high school located in a
southeastern state in the United States. The study was intended to ascertain how MET members
perceived the implementation of MTSS and their outcomes with regards to reducing the
overrepresentation of minorities, namely Black males, in special education, in an urban public
high school. As Black male students are overrepresented within special education (Dever et al.,
2016), there was a necessity to explore the implementation and outcomes of MTSS, as perceived
from various stakeholders using qualitative means, including interviews (DeMatthews & Knight,
2019. Through ascertaining the perceptions of MTSS, I explored the case of how MTSS are
implemented by MET members and the perceived outcomes of MTSS.
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Research Questions
Two research questions were necessary to explore the perceptions of MET members
regarding the implementation and outcomes of MTSS in an urban high school, and address the
case, which is the implementation of MTSS, including PBIS, RtI, and Multi-tiered Systems of
Supports in an urban high school. Critical Race Theory (CRT) informed the development of the
two posed research questions. The two research questions answered in this study are presented
below.
RQ1: How do multi-disciplinary evaluation team members understand and perceive the
daily implementation of PBIS, RTI, and Multi-tiered Systems of Supports?
RQ2: How do multi-disciplinary evaluation team members perceive the outcomes of
implementing PBIS, RTI, and Multi-tiered Systems of Supports in terms of Black
male students in special education?
The questions sought to ascertain how MET perceive the implementation and outcomes
of interventions and supports designed to reduce the overrepresentation of Black male students in
special education. Regarding overrepresentation, the two questions pertained to Bell’s (1970s)
CRT that cites ongoing racial inequity (Taylor, 2018) while acknowledging the normalcy of
racism (Ladson-Billings, 1998; Taylor, 2009). These questions contributed to understanding the
perceptions of MET members.
This study advanced the current body of knowledge pertaining to CRT in urban high
schools with regard to how MET members perceive the implementation and outcomes of MTSS
to reduce the disproportionality of Black male students in special education. As such, this theory
was applied to special education and Black male students’ overrepresentation in special
education resulting from decisions made by MET members during the eligibility and continued
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eligibility meetings that determine student educational placement based on determined eligibility
for special education services.
Rationale for Methodology
A qualitative, descriptive single-case study was used to explore the implementation of
MTSS as perceived by MET members. The qualitative methodology was deemed most
appropriate for exploring the perceptions of members of a MET, as qualitative research is best
suited for ascertaining perceptions and gathering thick descriptive data regarding a case (Stake,
1995; Yin, 2018). Patton (2002) contends, “Qualitative methods facilitate study of issues in
depth and detail” (p. 14), which is essential in ascertaining and understanding the perceptions of
individuals. Since the implementation of MTSS occurs within a real-world setting and I did not
attempt to manipulate the case, the case was unfolding “naturally in that it has no predetermined
course established by and for the researcher such as would occur in a laboratory or other
controlled setting” (Yin, 2018, p. 39) as would be the case in quantitative and experimental
research. Thus, the case, purpose, and research questions informed on the decision to conduct a
qualitative study, especially since this study was not seeking statistical or numerical data that
would lend to a quantitative study (Yin, 2018).
The descriptive single-case study design was also chosen for this study based on the
study’s case, research questions, and purpose. Yin (2018) defines a descriptive case study as, “a
case study whose purpose is to describe a case in its real-world context” (pp. 286-287). A case
may be a person, group, organization, program, or practice that is bound by conditions, such as
geographic regions, demographics, organizations, or other elements that make the case unique
and distinguishable from other cases (Yin). Considering disproportionality in the form of
overrepresentation is common (Dever et al., 2016) and the implementation of MTSS is
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frequently employed within schools across the United States (Johnson et al., 2017), one is likely
to assume that the case of the implementation of MTSS would be common. Yin (2018) considers
case studies appropriate when the case is common, critical, unusual, or revelatory. For this study,
the case was common, yet it was also critical as the MTSS, PBIS, and RTI practices are intended
to reduce the overrepresentation of Black males' students in special education (Johnson et al.,
2017) for the purpose of reducing stigmatization and poorer educational and life outcomes for
these inappropriately placed students (Sullivan et al., 2019).
Data Sources
To best understand how MET members perceive the implementation of MTSS, I selected
three data sources consistent with conducting qualitative, descriptive single-case study research.
The sources included semi-structured individual interviews comprised predominantly of openended questions, a questionnaire with open-ended questions, and a researcher journal. The use of
three data sources allowed for methodological triangulation, which is the triangulation of
multiple data sources (Guion et al., 2006). Methodological triangulation was used to corroborate
the findings across and amongst the raw data (Patton, 2015).
The semi-structured individual interviews with open-ended questions allowed me the
chance to delve into the phenomenon and thoroughly explore the perceptions of the participants.
The researcher journal was used to document my biases and assumptions as well as the data
collection processes and data analysis procedures. Stake (1995) contends open-ended questions
allow participants to provide detailed responses, either written or verbal, that generate thick
qualitative data. Qualitative research relies heavily on interviewing as a source of data for the
purpose of capturing “direct quotations about people’s personal perspectives and experiences”
(Patton, 2002, p. 40). Further, “Open-ended responses on questionnaire present the most
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elementary form of qualitative data” (Patton, 2002, p. 21), and is another common source of
qualitative data also consistent with the descriptive single-case study design (Hesse, 2017; Yin,
2018).
The researcher journal served as the third source of data, as a researcher journal allowed
for deliberate notations and memos for which researchers used “to record why you [the
researcher] thought that particular selection was important and any thoughts or ideas stimulated
by the text” (Auerbach & Silverstein, 2003, pp. 50-51). This was an internal document for
recording the data collection process as well as thoughts during data analysis, the coding process,
and thoughts about codes, but also aided in producing an audit trail of the data collection and
analysis procedures used (Auerbach & Silverstein, 2003). In this way, the researcher journal was
a third source of data and was considered a document, based on Patton’s (2002) explanation of
qualitative documents, and supported me in performing constant comparative analysis of data.
Further, the combination of the three data sources allowed me to conduct methodological
triangulation, which is the triangulation of results across multiple data sources (Guion et al.,
2011). Methodological triangulation was performed, as methodological triangulation is the
analysis and convergence of information from different sources (Lincoln & Guba, 1986), since
the study was comprised of a homogenous population including MET members serving in five
different roles offering seven different perspectives of the same case.
I conducted the semi-structured individual interviews using Zoom conferencing to mirror
in-person interviews due to COVID-19, and I only audio recorded the interviews following the
receipt of participant permission for the purpose of transcribing the interviews and ensuring the
accuracy of each transcription. The semi-structured individual interviews were no less than 30
minutes in length. The inclusion of seven participants generated substantial transcribed data,
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although it was expected that interviews would be closer to 45-75 minutes in length, as
participants answered seven open-ended questions. In addition to the open-ended questions, I
asked probing and clarifying questions to delve into participants’ perceptions and ensure an
understanding and correct interpretation of participant responses.
The questionnaire was constructed using SurveyMonkey, an online survey generator,
with a link that was emailed directly to participants. The questionnaire also contained
demographic questions, as these questions are commonly incorporated into qualitative
questionnaires (Hesse, 2017), but these responses were not reviewed or considered data in this
study. The questionnaire contained six open-ended questions that allowed participants to provide
written responses to questions that differed from those asked during the semi-structured
individual interviews (Appendix C). Each participant’s completion of the questionnaire produced
1-2 pages of single-spaced pages of raw data in Times New Roman 12pt font for a total of 10
pages of questionnaire data. The researcher journal generated 10 pages of data in the same
formatting style. In total, there were 39 pages of raw data, which resulted in data saturation, or
the point to which no new information or codes emerged (Yin, 2018).
Definition of Terms
The following terms are used operationally within this document. Terms are defined
based on their connection to the study and align with terms and definitions used within the
educational literature pertaining to special education. The definitions also include key terms
associated with the methodology, framework, and purpose of this study.
Administrators. Administrators are the individuals that oversee public and private
school facilities, perform a myriad of duties, supervise all elements of activity and teaching
within their respective building, and supervise special education programs and departments
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within their building (Iowa Board of Educational Examiners, 2014). These individuals also serve
on the multidisciplinary evaluation teams that determine eligibility for special education services
and continued eligibility for services (Klinger et al., 2001). Therefore, administrators will be
defined based on their participation and involvement as a MET member.
Black. The term “Black” is used as a means to identify individuals that consider
themselves to be African-Americans, people of color, Americans whom are Black, or denote
individuals that identify as African-American or Black on governmental documents. While
Sudbury (2001) reported the term ‘Black’ as being a useful concept for provoking discussion and
facilitating shared understandings of oppression, the use of the term will be limited to how
students identify as individuals. Therefore, in this study, Black refers to students that are either
self-identified as Black with school records noting this race, or Black with school records
supporting this identification.
Conceptual Framework. Miles et al. (2020) states, “A conceptual framework explains,
graphically and/or in narrative form, the main things to be studied – for example, the key factors,
variables, phenomena, concepts, participants – and the presumed interrelationships among them
– as a network.” (p. 15). Furthermore, conceptual constructs can be guided by plain or complex,
concise or casual, and commonsensical or theory. Theory is based on certain basic ideas
subsuming a mountain of specifics. This study relied on the CRT for the conceptual framework,
since the conceptual framework tells some kind of story (Miles et al.). For this study, I described
how MET members perceived the implementation of MTSS and their perceptions of MTSS
outcomes regarding Black male students’ overrepresentation in special education from the lens
of CRT.
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Counselors. School counselors are individuals employed within school buildings that
hold a degree in counseling, notably school or educational counseling, and serve several roles
within the school including providing direct and indirect services to students either within the
general education setting, privately, or in special education settings. School counselors are
routinely seen in individualized education plan meetings and serve as members of the
multidisciplinary evaluation teams to determine eligibility for special education services of
students (Milson et al., 2007). These individuals offer their insight into students’ needs that are
not identified within the field of academics but rather present on other concerns pertaining to the
student that may warrant a special education placement decision (Geltner & Leibforth, 2008).
Critical Race Theory (CRT). CRT is a type of scholarship used to “uncover racial
inequity and legal injustice” that “inform strategies of resistance” (Taylor, 2018, p. 72). Within
the CRT is the notion that racism is normal or ordinary, exists within societal and governmental
mentalities and practices, and is experienced by people of color within the U.S. (Delgado &
Stefancic, 2001). Race cannot be ignored in determining special education placement decisions,
considering subjectivity in special education determinations may be accounting for the
overrepresentation of Black male students in special education, and therefore, this theory
comprised the conceptual framework to explore the case of disproportionality of Black male
students in special education in an urban high school.
Disability. A disability may be defined as a disadvantage or deficiency, especially a
physical or mental impairment that impedes normal achievement (Bogdan & Knoll, 1988). The
term may also be defined as a condition that adversely affects a child’s educational performance
(Georgia Department of Education, 2005). In this proposed study, the term disability refers to the
label a student is given, based on the diagnosis of the presence of a disability, even if that
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diagnosis is determined based on subjective measures. To qualify for special education services,
one must be diagnosed with or determined to have a disability that impacts their access to the
curriculum.
Disproportionality. “Disproportionality is defined as an overrepresentation or
underrepresentation of a particular student group within a setting or outcome of interest, given
that group’s proportion in the total population” (Dever et al., 2016). Further, disproportionality
may be in the form of overrepresentation or underrepresentation in which “disproportionality in
the form of overrepresentation suggested that more students of a particular subgroup may be
identified for special education services than actually need them” (Umansky et al., 2017). For the
purpose of this study, disproportionality is used to denote the disproportionate ratio of Black
Male students in special education, and was used in conjunction with overrepresentation,
consistent with research documenting the overrepresentation of Black male students in special
education (Johnson et al., 2017).
Eligibility. Eligibility for special education relies on determination by a MET that a
student shows the presence of a qualifying disability that makes a student eligible to receive
special education services. While some students have more specific physical or sensory
impairments (e.g., blindness), the vast majority of students that receive special education services
have subjective-based disabilities, such as emotional disturbances, intellectual disabilities, and
cognitive impairments. Ambiguous disability constructs and legal eligibility requirements may
be contributing to the recognition bias when determining eligibility requirements to receive
special education services (Klingner et al., 2005).
General Education Teachers (GET). General education teachers are teachers that
provide education to all students, including students with disabilities, given that those students
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are receiving services within general education classrooms (Nguyen, 2012). General education
teachers have a responsibility to refer students to the special education department in their
building if they believe the student may have a disability (Sullivan et al., 2019), and they are
members of the MET. Therefore, GET are members of the MET and their opinions assist in
informing on student eligibility.
Male. In this study, male is defined as a person that is classified as being of the male
gender based on the student’s gender self-identification known and documented within school
records or male gender based on the parents’ identification of their child that is recorded in the
student’s school record. The inclusion of gender within this study is the result of gender being
“strongly predictive of special education placement … [especially since there is an]
overrepresentation of males [in special education]” (Dever et al., 2016, p. 60). Student gender
was based upon school demographic records.
Multi-Disciplinary Evaluation Teams (MET). In determining student eligibility for
special education services, a multidisciplinary evaluation team (MET) meet to discuss the
student and determine if the student has a qualifying disability to be placed in special education
(Sullivan et al., 2019). Members of MET include administrators, counselors, school
psychologists, general education teachers, and special education teachers as well as related
service providers or other specialists based on students’ needs (Sullivan et al., 2019). For the
purpose of this study, MET members included at least one administrator, counselor, school
psychologist, general education teacher, and special education teacher.
Multi-Tier Systems of Supports (MTSS). MTSS is a required element of the
continuous school improvement process. MTSS involves alignment of appropriate assessment
with purposeful instruction for all students. The Georgia’s MTSS framework supports both
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academic and behavioral development, teaching to mastery, maximizing the growth of every
learner, and continuous school improvement. The processes within MTSS are not extra or
additional duties, but rather they represent how we teach diverse learners to maximize the growth
and development of each pupil. A key element within the MTSS is ongoing data monitoring for
student response to instruction and intervention to inform intentional decision-making for
supports. Multi-tiered Systems of Supports are tiered support systems that integrate the
combination of assessments and interventions performed at the school-wide level designed to
maximize academic achievement of students while reducing problem behaviors that interfere
with academic student success (GDE, 2020). These multi-tiered supports are combined with
Positive Behavior Intervention Support (PBIS) and Response-to-Intervention supports (RtI) to
create the Multi-tiered Systems of Supports (MTSS) that combine these three supports into a
single support system.
Overrepresentation. Overrepresentation is part of disproportionality and “occurs when
a specific population is represented in a category at a higher rate compared to other populations”
(Robinson & Norton, 2018, p. 267). However, Cruz and Rodl (2018) found “that
overrepresentation for one racial group in one disability category may occur in one state, and
underrepresentation may occur for that same racial group in a different disability category in a
different locale” (p. 61). Therefore, overrepresentation will be used in conjunction with
disproportionality to explain the presence of disproportionality in the form of overrepresentation
regarding Black male students in special education.
Positive Behavior Intervention Support (PBIS). Positive behavior intervention
support, also known as positive behavior interventions and supports, is a framework for
identifying and selecting evidence-based intervention practices and support systems that can
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increase student achievement (PBIS, 2018). These interventions and supports compliment MTSS
designed to meet students’ academic, social, emotional, and behavioral needs (PBIS, 2018).
PBIS is used to reference the set of interventions and supports being implemented within urban
high schools to comprise the MTSS.
Race. Race is a social constructed category used to classify and divide people based on
physical characteristics (Banks & Banks, 2007). The inclusion of race in this study is essential,
as “demographic characteristics such as race, gender, and primary home language are better
predictors of special education placement” (Dever et al., 2016, p. 60). Additionally, “Black male
students have been identified as an academically underachieving group” (Peart, 2018, p. 544),
which highlighted the necessity to focus on race within this study.
Racism. Racism is “A system of privilege based upon race and upon the maintenance of
White supremacy” (Murrell, 1999, p. 7). With regard to racism in special education, “some
students may be placed in a category due to professionals being influenced by their assumptions
about students’ race/ethnicity and dialect instead of, or in addition to, a disability” (Robinson &
Norton, 2018, p. 268). Racism, including explicit and implicit biases (Girvan et al., 2017) as well
as stereotyping and societal marginalization (Peart, 2018) may explain why Black male students
are more frequently referred and found eligible for special education services in the absence of a
disability (Girvan et al., 2017).
Response-to-Intervention (RtI). Response-to-Intervention is the practice of providing
high-quality instruction and interventions matched to student needs, monitoring progress
frequently, making decisions about changes in instruction or goals, and applying child response
data to important educational decisions (GDE, 2015). Similar to PBIS and multi-tier systems of
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supports, this is an intervention used within schools to meet the needs of students. RtI is one of
the three interventions that comprise the MTSS.
Special Education. Special education may be defined as, “Specially designed
instruction and related services provided to students with disabilities, ages birth to 21. These
services are provided in an environment as near to an average classroom as possible” (Harry &
Anderson, 1994, p. 23). Additionally, special education also includes specially designed
instruction to satisfy a child with a disability's unique needs (Office of Special Education and
Rehabilitative Services, 1997a). As such, special education services pertain to the actual
implementation of services provided by this department. In the case of this study, special
education pertains to the placement of Black male students within the special education
department for which these students would receive services from members of the special
education team within the building.
Special Education Disproportionality. While disproportionality has already been
defined, it is essential to note the definition of special education disproportionality that
incorporates how race and gender influence special education placement. The extent to which
membership in a given group, such as gender, race/ethnicity, or socioeconomic status,
differentially affects the likelihood of being labeled as having a disability and placed in special
education. (Cruz & Rodl, 2018). Further, the overrepresentation of Black males and other
minority students is concerning “due to the potentially adverse effects on students, such as the
risk of stigma and the risk of being placed in a segregated setting with less rigorous curriculum
… [that may be] serving as justification for continued educational inequities” (Cruz & Rodl,
2018, p. 50).
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School Psychologists. School psychologists “consult on academic and behavioral
interventions with teachers, parents and Student Support Teams (SST). They advise on every
level of the Response-to-Intervention (RtI), from the most basic approaches up to the level of
highly specialized program interventions” (GDE, 2020). These individuals are involved in the
determination and placement process used to determine eligibility for special education services,
and serve to also diagnose students with psychological disorders, such as attention
deficit/hyperactivity disorder, emotional disturbances, and intellectual disorders. Therefore,
school psychologists are essential in determining special education eligibility and serve on the
MET.
Urban. The term “urban” denotes an area with high population density and a
predominance of human-built features. For this study, the term “urban” applies to the
demographic location of the high school. This study involved participants that worked in an
urban high school.
Underrepresentation. Underrepresentation is part of disproportionality, and “occurs
when people of a specific race/ethnicity are represented in a category at a lower rate compared to
students of all other races/ethnicities” (Robinson & Norton, 2018, p. 267). Specifically, with
regards to special education, the eligibility determination, or rather the lack thereof “indicates
that some students have not been placed in a disability category as frequently as other students”
(Robinson & Norton, 2018, p. 267). As such, these students are not identified or served.
Summary and Organization of the Remainder of the Study
The disproportional placement of Black male students in special education is a complex,
multifaceted concern within the field of education with this issue dating back to the 1960s
(Dever et al., 2016). Despite the passing of time and the implementation of interventions and
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supports to reduce this case, the overrepresentation of Black male students in special education
persists with no end in sight (Dever et al., 2016). Additionally, Peart (2018) found Black male
students are labeled as underachievers in terms of academic success, and experience racist
behavior within their schools from staff and peers, which perpetuates marginalization of Black
males in society. The subjective placement of Black male students in special education in the
absence of the presence of a disability has adverse effects on students, increases the risk of
stigma, and raises the concern with segregation within classes when these students are placed in
specialized classrooms exposed to less rigorous coursework (Cruz & Rodl, 2018).
In an attempt to reduce the case of overrepresentation of Black male students in special
education, interventions and supports are employed, yet with varying degrees of success
(Johnson et al., 2017). However, no studies within the surveyed literature explored how members
of multi-disciplinary evaluation team members perceive the implementation and outcomes of
interventions and supports, including RBIS, RtI, and MTSS for which all are referred to as
MTSS for the purpose of this study. Therefore, there was a gap in literature pertaining to how
MET members perceive the implementation and outcomes of MTSS based on the perceptions of
multiple stakeholders (the MET members) (DeMatthews & Knight, 2019).
Chapter 1 provided an introduction to the study intended to explore the perceptions of
MET regarding the implementation and outcomes of MTSS in an urban high school located in a
southeastern state in the U.S. My relationship and personal connection to this study was also
presented. Further, the problem statement, purpose, and research questions were identified
followed by the methodology and research design describing how this study was conducted. Data
sources that were used were noted followed by the definition of terms that are used throughout
this document. The next chapter, Chapter 2: Literature Review, begins with an introduction to
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the chapter, identifies the gap in literature, describes the theories that comprise the conceptual
framework for this study, and presents peer-reviewed scholarly articles relevant to this study in
the form of a literature review. The chapter concludes with a summary and transition into
Chapter 3: Methodology, Chapter 4: Data Analysis, and Chapter 5: Results.
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Chapter 2: Literature Review
The case of the overrepresentation of Black male students in special education warranted
a qualitative, descriptive single-case study to explore the perceptions of Multi-Disciplinary
Evaluation Team (MET) members that implement Multi-tiered Systems of Supports (MTSS) and
evaluate the outcomes of those MTSS on the proportionality of Black male students in special
education. To explore this case and address the purpose and problem of this study, I conducted a
comprehensive review of available literature pertaining to keywords associated with the case that
presents the background of disproportionality and elucidates gaps within the available literature.
I expanded the literature review to published works including scholarly, peer-reviewed articles,
books from seminal sources, current dissertations that inform on the continued presence of the
disproportionality not depicted within published peer-reviewed articles, and appropriate
governmental websites.
I relied on the Kennesaw State University’s library search engines including EBSCOHost
and ProQuest as well as Google Scholars and the Google search engine to find governmental
resources. Keywords and phrases were used to locate articles present within this study included
but not limited to: disproportionality; special education; special education services; special
education programs; special education overrepresentation; race; special education testing;
subjectivity in eligibility; race in eligibility; critical race theory; Black male students; and Black
students' special education. Additional keywords and phrases were used to further expand upon
these findings.
Review of the Literature
Research contained within the section presents on disproportionality, namely
overrepresentation, of Black male students in special education programs. As such, the first
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section, Disproportionality, defines the term and is followed by information pertaining to the
disproportionate representation of Black male students from current literature pertaining to Black
male students in special education. The historical perspective of disproportionality includes
information about special education identification, individualized education plans, supports and
services, testing, and identification processes, presented under the section Historical Perspective
of Disproportionality. Since factors exist that contribute to the case of overrepresentation of
Black male students in special education, the second section of this literature review is entitled,
Factors Contributing to Disproportionate Representation.
This section contains three subsections reporting on three primary factors found
associated with the perpetuation of the case including race and gender, poverty, and teacher
beliefs. The third section entitled, Strategies to Reduce Disproportionate Representation,
presents the three commonly used intervention and support approaches used to reduce the
overrepresentation, namely Multi-tiered systems of supports, Positive behavior intervention
support, and Professional development. The professional development section includes elements
of Response-to-Intervention (RtI), which is a third approach to reducing overrepresentation of
Black male students, but framed through professional development activities.
Disproportionality
Disproportionality is defined as the overrepresentation or underrepresentation of a
particular population, usually with racial or ethnic heritage, but also including socioeconomic
status, national original, language minority groups, ethnicity, gender and sexual orientation
(Skiba et al., 2015). Disproportionality refers to the varying amount of minority students
receiving special education services. Disproportionality can be theorized as representation of
certain groups of students at percentages significantly greater than their percentage in the general
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population (Gravois & Rosenfield, 2006). It can also be defined as the “extent to which
membership in a given ethnic group affects the probability of being placed in a special education
disability category” (Oswald et al., 1999, p. 198). One issue is special education
disproportionality patterns may reflect potential discrimination or bias in how children are
identified for services (Losen & Orfield, 2002).
A considerable amount has been written on disproportionate representation, racial
disparity and the overrepresentation of Black male students in special education for over 50
decades (Blanchett, 2009; Donovan & Gross, 2002; Losen et al., 2015; Skiba & Losen, 2016;
Trent, 2010; Zhang et al., 2014). Nationwide, Black students are "typically found to be
overrepresented in overall special education service and the categories of mental retardation
(M.R.), and emotional disturbance (E.D.), whereas American Indian/Alaska Native students have
been overrepresented in the category of learning (L.D.)" (Skiba et al., 2008, p. 268). Therefore, it
is essential to ensure that disproportionality is properly defined and presented within the context
of the purpose of this proposed study regarding the overrepresentation of Black male students in
special education and underrepresentation of Black males in the gifted programs.
Understanding the term disproportionality. The term disproportionality was coined
by a pioneer researcher Lloyd Dunn (1968) in regards to special education (Artiles & Trent,
1994). Disproportionality is described as over-representation and the underrepresentation or
disproportionate positioning in such programs of students of a specific ethnic group is
disproportionately higher than their proportion in the entire school population (Wiley et al.,
2013). For more than half a century, the disproportionality of Black male students has been
apparent (Sullivan & Bal, 2013). There are a number of variables that contribute to the
disproportionate representation of Black male students being referred to special education. These
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variables have been influential for years and will continue to affect Black male students unless
they are addressed. For example, research has provided evidence most teacher referrals for
special education are due to the amount of classroom disruptions the student displays
(Wehmeyer & Schwartz, 2001).
The Office of Civil Rights (OCR) began gathering information on disproportionality in
an attempt to bring to light there was a problem. It has put in place processes and guidelines for
monitoring disproportionality in all federally financed academic organizations providing services
to kids aged 6-2 (Artiles et al., 2002). Roy (2012) noted particular guidelines and processes for
monitoring disproportionality, which were also adopted by OCR, focused more on gathering
information on disproportionate race and ethnicity representation (Bollmer et al., 2014). As
reported by Roy (2012), if there was a disproportionate representation in any of the racial/ethnic
groups, the state would differentiate them by types of disability, educational setting, and
discipline related to the general and special education population.
The federal government recognized, with the reauthorization of IDEA in 2004, there was
an important issue with disproportionality in special education programs across the nation
(Albrecht et al., 2012). Despite IDEA regulations of federal, state, and local educational systems,
the disproportionately among Black male students in special education continues to be a critical
problem (Donovan & Cross 2002; Oswald et al., 1999). Since Dunn's (1968) seminal article on
the over-representation of minorities in special education, the issue has been well established in
empirical literature.
Over time, literature has developed on IDEA mandates. Zhang et al. (2014) conducted a
quantitative study on the longitudinal trends of minority representation in special education by
evaluating five-year information (2004–2008) gathered under reporting mandates related to
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IDEA. The participants were 50 states and the District of Columbia. The findings were the
enrollment data demonstrates a decrease in the overrepresentation of Black students in ID
(intellectual disability) categories. Zhang et al. found a constant pattern of disproportionality in
the other high-incidence categories learning disability and emotional disorder. The authors also
speculated an increasing pattern ofstudents identified as Hispanic labeled as learning disability.
The work by Zhang et al. confirms two decades of studies that show a similar pattern. Additional
research is needed to understand more completely the key tenets of disproportionality.
Disproportionate Representation. Disproportionality in special education has been a
concern at the district, state, and federal levels for the past 50 years (Coutinho & Oswald, 2000;
Donovan & Cross, 2002; Parrish, 2002; Reschly & Ward, 1991; Skiba et al., 2012). The
reauthorization of the IDEA was passed by the federal government in 1997 and 2004 to address
disproportionality. Such acts mandated all state and local authorities to report annually on the
general distribution of individuals defined by disability or ethnic make-up as receiving special
education services (Albrecht et al., 2012). IDEA was re-authorized in 2004, bringing with a
focus on educating children with (dis)abilities from ethnically diverse backgrounds, as well as
strengthening the mandate to place children with (dis)abilities in the least restrictive environment
(L.R.E.) (Albrecht et al., 2012).
Although comprehensive studies have been conducted on this topic, there is no definitive
answer on how to resolve disproportionality. Losen et al. (2015) purport the problem of
disproportionality of Black male students is further amplified because a significant number of
Black male students are placed in restrictive, self-contained classrooms rather than in classes
with mild intellectual (dis)abilities (Zhang et al., 2014). Several scholars have recognized
disproportionality for all students is strongly correlated with equity and access (Blanchett 2009;
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Rebora, 2011; Young, 2011). Furthermore, these authors contended misunderstanding leads to
failure and ultimately to a cycle of low expectations and frustration engenders more failure; a
spiteful period ultimately contributes to a disproportionate number of Black male students in
school and post-school failure. Male over-representation, on the contrary, may derive from
classroom behavior standards differ for females and lead to special education diagnosis,
particularly in the category of emotional and behavioral disorder (Young et al., 2011). Black
male students are 14 times more likely to be identified as more intellectually disabled than their
white counterparts (Florian, 2013). To this end, the focus of this proposed study will concentrate
specifically on the disproportionate representation of Black male students in special education in
a southeastern urban high school.
For more than half a century, the disproportionality of Black male students has been
apparent (Sullivan & Bal, 2013). Several variables, such as cultural bias, the influence of
poverty, test bias, unequal resource allocation, and the referral process, contribute to the
disproportionate representation of Black male students being referred to special education (Skiba
et al., 2006). The term 'cultural bias' is used to describe the mixture of prejudices relating to the
history of language, the representation or portrayal of (presumed) racial/ethnic identity, and
values or norms unique to a given cultural context. These variables have been influential for
years and will continue to affect Black male students unless they are addressed. For example,
research has provided evidence most teacher referrals for special education are due to the number
of classroom disruptions the student displays (Clark et al., 2007; Girvan et al., 2017; Wehmeyer
& Schwartz, 2001). Primary among these variables is the disproportionate number of Black
families living in poverty, as considerable evidence indicates poverty plays a vital role in how
society functions (Scherer, 2016; Skiba et al., 2005).
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Many students in the United States are consequently classified as socially removed from
the traditional learning process due to their teachers' biased behavior assessments. Noguera
(2011) argued that teachers' deficit thinking and personal judgments influence students' referral
process and how they are considered eligible for special education. A few scholars have reported
relationships between student variables, race and gender, with teacher referrals to special
education evaluation. Eiland (2009) stated male students were referred at significantly higher
rates than female students for special education evaluation and that Black male students were
referred at higher rates than students of other races. Fairchild (2012) noted that Black students
were frequently misdiagnosed and related to special education because of general classroom
behaviors that teachers considered disruptive. Elhoweris et al. (2015) found that because of
inappropriate student behavior, female teachers were more likely than male teachers to refer
male students for office disciplinary referrals.
Public school systems are miserably failing with Black male students in many places
across the country (Skika et al., 2012; Sprague, 2018). Many of these students fail to succeed in
school and are often perceived as an at-risk population (Marchbanks et al., 2015). Black males
were lagging academically behind their White peers in the elementary, secondary, and postsecondary education system. Certainly, this educational pattern is evident in urban school
systems (Morgan et al., 2017). Research shows that Black high school students, and especially
Black males, are placed in special education and disciplined more often and receive more out-ofschool suspensions and expulsions than White students (Skiba et al., 2015). Perhaps more
alarming is the 2015 finding that over 80 percent of all special education students are Black or
Hispanic males (Education Weekly, 2017).
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Around the country, Black male students are for more likely to be put on the track toward
alternative diploma choices. During the 2014-2015 school year, the most recent year of available
federal data, more than 37,000 students with special needs graduated with a certificate instead of
a diploma. Those estimates are even more surprising considering that Black males make up just
17 percent of the student population nationally (Donovan & Cross, 2002). So many Black males
are put in special education services opposed to their national representation seen in general
within public high schools.
Alarmingly, the history of the denial of equal education opportunities to Black students is
through disciplinary disproportionality (Skiba, 2015). Disciplinary disproportionality involves
exceptionally high levels of referral, suspension, school arrest, and expulsion of students from
certain minority racial/ethnic groups (Skiba et al., 2012). The school-to-prison pipeline shows
that there is a correlation between Black males who are disciplined, suspended, expelled, and
disproportionate labeled of emotional or behavioral disabilities in K-12 settings end up
incarcerated later in their lives (Meiners, 2007; Monahan et al., 2014; Mowen, 2016). In other
words, the school-to-prison pipeline track often runs through special education via racial
working identity (Wald & Losen, 2003).
Since the 1970s, Black male high school student suspensions have risen eleven times
faster than white peers (Skiba, 2015). Black male students who were suspended during their
freshman year are twice as likely to drop out of high school. The disparity between Black and
White student suspension rates increased over this time for several years, though it gradually
narrowed between 2009 and 2012 (Losen et al., 2015). Black male students appear to be referred
to the office for less serious and more subjective reasons (Girvan et al., 2016). Such findings,
combined with comprehensive and highly reliable prior data, suggested that disproportionate
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representation of Black males in office referrals, suspension and expulsion is indicative of a
systemic and institutional prejudice that may be implicit in the use of exclusionary discipline
(Skiba, 2000).
Disciplinary disproportionality isn't limited to Black males. The probability of
disciplining students with low socioeconomic status is also excessive (Petras et al., 2011). This
exacerbates the study of disciplinary disproportionality since, in the United States, race and
socioeconomic status are intertwined. Black Americans are far more likely to live in poverty than
White Americans (DeNavas-Walt et al., 2012). Moreover, when they appear to have low
socioeconomic status, individuals with ambiguous racial backgrounds are more likely to be
perceived as Black (Freeman et al., 2011). Perceptions of others potentially influence the selfidentified Race of individuals (Lee & Bean, 2013), further undermining ethnicity and
socioeconomic status in the United States. For example, experimental research has shown that
teachers perceive male students with presumably low socioeconomic status to be less skilled and
have lower expectations for success (Auwarter & Aruguete, 2008).
School districts can divert the school-to-prison pipeline by providing Black males with
adequate interventions such as multi-tiered support systems, culturally responsive practice, and
positive behavioral interventions and supports. These interventions initially focus on preventing
behavioral concerns before they occur through direct conduct teaching to all the building
students (Averill & Rinaldi, 2011). Such initiatives have had a positive effect on attitudes,
improved instructional minutes, and encouraged better educational results in a building for all
students.
Historical Implications of Disproportionality
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It is essential to understand the historical context of special education to understand racial
disproportionality throughout special education. Almost all of the literature available on the
history of special education reform is focused on the Civil Rights movement in the 1950s, when
advocates for children with disabilities fought for equal rights, suggesting that special education
is a relatively young field. The groundbreaking Supreme Court ruling in the case of Brown v.
Board Education (1954) has been recognized as the single most significant court decision in the
history of American education (Bell, 1995). In this case, the ruling reversed the "separate but
equal" provision of Plessy v. Ferguson by determining that segregated schools under the 14th
amendment denied Black students their civil rights granted to them. The court case of Brown v.
BoE, which warranted equal protection under the law for all citizens, would serve as an incentive
to challenge several inequities such as the Jim Crow laws in the South and, at many levels, to
protect the Civil Rights of Blacks and subsequently of persons with disabilities. In 1965, as part
of the War on Poverty, the Elementary and Secondary Education Act was enacted to improve
educational equity for students with lower socioeconomic backgrounds by providing federal
funding to school districts serving poor students (New America Foundation, 2010).
Larry P. v. Riles (1986), is a known legal case involving disproportionate representation
in special education. This court decision forced California to implement plans to reduce
excessive enrollment in educable mentally disabled Black students. The I.Q. tests used to place
students violated the Education for All Handicapped Children Act and the Rehabilitation Act,
Title VI. They had discriminatory effects on Black students (Larry P. by Lucille P. v. Riles, 793
F.2d 969 (9th Cir., 1984).
The Office of Civil Rights (OCR) began gathering information on disproportionality in
an attempt to ensure equal access to education. It has put in place processes and guidelines for
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monitoring disproportionality in all federally financed academic organizations providing services
to kids aged 6-12 (Artiles at al., 2002). Roy (2012) noted guidelines and processes for
monitoring disproportionality, which were also adopted by OCR, focused more on gathering
information on disproportionate race and ethnicity representation (Bollmer et al., 2014). A study
presented by Roy (2012) offered an analysis of selected measures, joint measured of racial/ethnic
disproportionality in special education. They contended if there were a disproportionate
representation in any of the racial/ethnic groups, the state would differentiate them by types of
disability, educational setting, and discipline related to the general and special education
population.
IDEA is a United States federal law that governs how states and public agencies provide
early intervention, special education, and related services to children with disabilities. It
addresses the educational needs of children with disabilities from birth to age 18 or 21 in cases
that involve 14 specified categories of disability, and the implementing regulations included
essential changes addressing the overrepresentation of racial and ethnic minorities in special
education, particularly emotional and behavior disorders. The federal government recognized
with the reauthorization of IDEA prompted a series of changes with disproportionality in special
education programs across the Nation (Albrecht et al., 2012). The focus has been put on
programs and resources such as the use of school-wide multi-tiered preventive services and
culturally responsive teaching strategies to enhance all students' academic and social-emotional
outcomes, including students with disabilities, and to minimize unequal practices (Donovan &
Cross, 2002). Despite IDEA regulations of federal, state, and local educational systems,
disproportionately among Black male students in special education continues to be a critical
problem (Donovan & Cross, 2002; Oswald et al., 1999).
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Historical Context of Disproportionality in Special Education. Special Education, the
education of students with a disability, has a history that dates back to the early 1800s in which
students with disabilities were not able to attend school. To ensure that students with disabilities
received free and appropriate public education (FAPE), parent interest groups lobbied for reform.
The reform efforts were corollary with the Civil Rights and Disability Rights movements. These
efforts led to Congress establishing federal requirements for the education of students with
disabilities in P.L. 93-112., Section 504 of the 1973 Rehabilitation Act, and the 1974 Family
Educational Rights and Privacy Act.
Section 504 of the Rehabilitation Act of 1973 is a policy that protects students with
disabilities, requiring school districts to provide FAPE to students with disabilities through the
formation of a specific accommodation plan known as a 504 plan. A 504 plan is different from
an IEP under IDEA, due to its length, and no services are provided. This proposed study will
only focus on special education students with IEPs, and students with 504s will be excluded.
Since the passing of The Education for All Handicapped Children Act (PL94-142) in 1975,
students have legally been protected from attending public schools. This law mandated public
schools be accountable for the education of all students with disabilities. "School systems could
no longer exclude students suffering physical or intellectual handicaps, nor could they doom
students to inappropriate placements and inadequate curricula" (Winzer, 1983, p. 382). After
persistent parent requests, students that were classified with "mild disabilities" became a part of
mainstream inclusion (Causton & Tracy-Broson, 2015).
Since the implementation of this law, Congress has amended and re-authorized at various
times, most recently in 2004, in efforts to improve outcomes for students with disabilities.
Individuals with Disabilities Education Act (IDEA) was enacted on the premise that all children
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between the ages 5-17 have the fundamental right to free appropriate education (Crockett & Yell,
2008). Gibbons (2001) purported that the rationale for special education services,
accommodations, and modifications is for equity. The author contended that regardless of a
student's disability, gender, students of color, and students from economically deprived
backgrounds must have equal access to education (Gibbons).
Special Education Identification in Public Schools. The purpose of the special
education identification in U.S. public schools is to ensure that students who are experiencing
problems academically, functionally, or behaviorally in school are appropriately identified and
provided with the proper support services. There are various ways a student may be identified for
special education services and an Individualized Education Plan (IEP).
The identification process in U.S. public schools is Child Find that is mandated by IDEA
authorized in 2004. According to Shapiro and Derrington (2004), Child Find is a law requiring
each state to enact policies and procedures to identify and evaluate children with disabilities for
special education services. It consists of a range of activities such as public awareness,
identification, referral, eligibility determination, and enrollment. Public and private schools are
responsible for delivering services for all children from birth through age 21. The law mandates
that all children with disabilities residing in the state, including children with disabilities who are
homeless or are wards of the State and children with disabilities attending private schools,
regardless of the severity of their disabilities, and who require special education and related
services, are identified, located, and evaluated. A practical method is developed and
implemented to determine which children with disabilities are currently receiving needed special
education and related services (20 U.S.C. § 1412[a][3][A]).
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Individualized Education Plans. Individualized instruction is the core of special
education and is provided through the IEP. An IEP is a legal binding document that describes the
educational plan designed to meet the unique needs of a study with a disability (Simon, 2006).
As a requirement by the IDEA (Individuals with Disabilities Education Act, 2004), the federal
law is responsible for carrying out due process rights guaranteed by PL94-142. It outlines how
the local education agency (LEA) will address each of the identified deficits from the Evaluation
Report (ER). IDEA outlines how student's educational programs will be provided, who will offer
services, and where those services will take place, designated to offer education in the Least
Restrictive Environment (LRE).
Supports and Services. IEP supports can be defined as any services, strategies, or
resources that may benefit students with a disability. Special education supports are considered
fundamental. For example, some students may benefit from smaller classroom settings,
transportation to and from school, co-taught classes include SET and GET. Meanwhile, in
special education, services are considered prescribed support. These services range from
occupational therapy, physical therapy, and therapeutic services with contracted outside
agencies. Additionally, depending on the level of support identified by the IEP team, students
may receive services with an alternate curriculum, test and exam support, educational assistant
support (paraprofessional), learning strategies, and social integration (Georgia Department of
Education, 2020).
Based on data from 2017-2018 from the Digest of Education Statistics, there are
approximately seven million students with disabilities in U.S. public schools who receive special
education services, which equates to seven million IEPs that have been created. According to the
U.S. Department of Education (2018), 15 percent of children aged three through 17 have
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multiple developmental disabilities. In Georgia, the number of special education students
compared to general education is 162,000 students with disabilities and 1.5 million general
education students. The number of special education students in the U.S. served by IDEA in
2017-18 varies by Race: White students – 14.1%, Black students – 16.0%, Hispanic students –
13.0%, Asian students – 7.1%, Pacific Islander students – 10.9%, American, Indian/Alaska
Native students – 17.5%, and two or more race students – 13.8% (Digest of Education Statistics,
2018). The number of students with disabilities by gender in 2017-18 is 17 percent of male
students ages 6-21 who received special education services compared to nine percent females.
Table 1 depicts the number of special education students in Georgia compared to the Nation.
Table 1
Special Education Students by Disability Type (Georgia and Nation)
Disability Category
Autism
Deaf-blindness
Emotional disturbance
Hearing impairment
Intellectual disability
Multiple disabilities
Other health impairment
Specific learning disabilities
Traumatic brain injury

Overall Student Enrollment GA %
0.77
0.00
0.97
0.11
1.15
1.72
3.69
0.03

Overall Student Enrollment Nation %
0.90
0.00
0.82
0.15
0.96
0.28
1.63
5.23
0.06

Special Education Testing. Before determining a student's eligibility under IDEA, a full
comprehensive evaluation of the student must be conducted. This can be initiated through a
parent request or by the school system. Parents are often the first to notice that their child is
experiencing difficulty with learning, behavior, or developmental concerns, so many parents will
reach out to the local school staff, such as the teacher, the school's principal, counselor, or a
special education representative.
The second request to evaluate the student may come from within the school system.
Based on a teacher's recommendation, observations, or grade level data from the test, the school
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may recommend that the student obtain further testing to determine if they are eligible for special
education and related services. The school system must obtain parental consent to evaluate, and
the parents must provide written consent before the comprehensive evaluation is administered.
Federal law mandates a multidisciplinary team (MET) composed of parents, professional staff,
and stakeholders from multiple disciplines are required to find students eligible for special
education services (Hjorne & Saljo, 2014).
The MET is mandated to evaluate a student with a suspected disability and be properly
assessed using several data types such as medical history, intelligence test, visual or aural acuity,
classwork, and observations (Hjorne & Saljo, 2014). The collaborative practices of each MET
member may vary based upon the individual's level of expertise and collaboration beliefs. In
most recent years, school psychologists joined in to assess the students through a comprehensive
psychological evaluation (Hjorne & Saljo, 2014). Once permission has been established to
evaluate which is cost-free to the parent, the initial evaluation must occur within 60 days of the
parent's signed consent. Typically, the school psychologist will complete the majority of the
assessment, although other related services professionals, such as speech-language pathologist
(SLPs), occupational therapist (OT), and physical therapist (PT) may need to assess the student
based on the students' needs. Although some psychologists, general and special educators, SLPs
and OTs collaborate during the evaluation process some may be isolated in their studies
independently (Keli & Royeen, 2004).
Special Education Identification Process. The law IDEA governs eligibility decisions
based on data from various assessments for the consideration of special education placement
decisions. Outlined in federal, state rules and regulations pertaining to evaluation, it states that
the child is assessed in all areas related to the suspected disability p. 34 C.F.R. § 300.304(b)(4);
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Georgia Rule 160-4-7-.04. MET members should consider multiple data sources that include
quantitative and qualitative data from samples of classroom work, observations, and reports from
teachers and parents.
An eligibility team is responsible for determining which students exhibit the required
characteristics to be considered a student with a disability. The need for support is not always
parallel to the information, which indicates an impact on education. Therefore, coordination
between general, remedial, and special education should ensure that children who need specially
designed curriculum are the ones determined to be disabled students (Madigan & ScrothCavataio, 2011). If LEAs follow a multi-tiered systems of support, all children would have
access to high-quality education and comprehensive interventions.
The federal law, IDEA, provides a guide on how states define disability and who is
eligible under special education law for free appropriate education. To fully meet the definition
(and eligibility for special education and related services) as a "child with a disability," a
student's educational performance must be adversely affected due to the disability (IDEA). The
13 special education eligibility categories under IDEA include Autism, Emotional Behavior
Disorders, Specific Learning Disabilities, Mild Intellectual Disabilities, Moderate Intellectual
Disabilities, Severe Intellectual Disabilities, Orthopedic Impairment, Hearing Impairment, Deaf,
Other Health Impaired, Visual Impairment, Deaf/Blind, Speech/Language Impairment, and
Gifted.
Once the MET members’ evaluations are complete and each team member writes their
report, the team collaboratively determines the disability category, and if the student qualifies for
services, then an IEP meeting will be scheduled by the local school. The special education
representative will invite all participants, including the parents. At the meeting, the student's IEP
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will be written which will include the student's demographics, IEP implementation date, most
recent eligibility date, plan comments, and primary exceptionality as well as secondary
exceptionality, if applicable. The committee will discuss the student’s present level of academic
achievement and functional performance, results of initial or most recent evaluation and state
results of state and district assessments, description of academic, developmental and/or
functional strengths, description of academic, developmental and/or functional needs. The IEP
committee will make sure to address parental concerns regarding their child's education, impact
of the disability on involvement and progress in the general curriculum (for preschool, how the
disability affects participation in appropriate activities).
Additionally, the committee will address consideration of special factors, review and/or
amend the student’s Behavior intervention Plan (BIP). As a committee they will address the
student’s communication needs, assistive technology, and develop or update the transition
service plan. The IEP committee will ensure that the proper documentation of notice of IEP
meeting is received and signed and parent participation IEP process. Finally, continued staffing
notes will be taken during the meeting to ensure what was discussed is documented.
Factors Contributing to Disproportionate Representation
The question of disproportionality remains incompletely conceptualized following
decades of research investigating the disproportionate representation of racial minority students
in special education. Much of the above-mentioned research was planned without a consistent
theoretical framework (Sullivan & Artiles, 2011). The issue of unequal representation in special
education is very intricate and is most likely due to numerous factors work both separately and
together (Bollmer et al., 2014). Bollmer et al. purported studying more about contributing factors
could provide a clearer explanation of the disproportionality issue. These authors explored the
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development of potential solutions to ensure students of all racial and ethical backgrounds would
have the opportunity to receive a suitable education. Numerous causative factors have been
researched regarding the disproportionality of Black male students. These factors include
race/gender, poverty, and teacher beliefs. Studies from each of these areas are described below,
providing possible insights into the disproportionality case.
Race and Gender. Race is a social, not biological, construct changes depending on the
needs of dominant society (Relethford, 2009). If there are no biological differences among socalled races of humans, then any disproportionality is a social, not genetic, harm institutions are
systematically carrying out on racially underserved children. In short, while there is not a genetic
case for race, the social construct of race- with the harms of a class system generated by racehave real impact on the lived experiences of any child without the social and economic privileges
of Whiteness (Crenshaw, 1995).
Font et al. (2014) conducted a qualitative study about racial disproportionality and
disparities in child welfare, juvenile justice, education, mental health and health care systems that
affect kids and Black families. Disproportionality and disparities were examined by investigating
multiple breakdowns of racial or ethnic population with respect to representation and results in
the following schemes for each of these organizations: child welfare, education, juvenile justice,
mental health, and health. The broad implication of the present research is a close investigation
of disproportionality and disparities, often by racial group and social service structures, draws
attention to differences in results. The reasons for these variations in results need to be examined
and to be sure procedures are culturally competent are maintained. Font et al. purported within
the child welfare system, disproportionality happens when the percentage of one racial or ethnic
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group in the child welfare population (for instance, foster care kids) is proportionally greater than
the percentage of the same group in the overall child population.
The race, ethnicity, and gender of a student significantly influence the student's
likelihood of misidentification, misclassification and inappropriate placement in special
education programs (Whitmire, 2010). Research shows the race-ethnicity relationship and other
student placement variables. Whitmire (2010) discussed gender as a possible cause of
disproportionality in special education for Black male students. The researcher found in special
educational settings; a higher percentage of male students were served across the country. Black
male students have the highest risk of having white and female counterparts in special education
services (Fierros & Conroy, 2002). However, Whitmire (2010) stated research in the U.S. has
consistently focused on poverty and Black male students' issues contributing to
overrepresentation and not the gender discrepancy. Oswald et al. (2005) concluded evidence has
existed about the overrepresentation of males in special education but has been ignored or
overlooked to focus on the gender disproportionality relative to females found on the wrong side
of the gender gap because of deficits in math and science. Thus far, researchers have not found a
clear explanation for the causes of gender differences in special education (Countinho et al.,
2006).
Poverty. Research indicates there are certain beliefs, perceptions, and attitudes influence
disproportionality, which include poverty, teacher bias, and cultural bias (Speybroeck et al.,
2012). What is clear in these investigations is that the relationship between poverty and special
placements in education is complex and usually includes certain variables. Some researchers
assert more Blacks are placed in special education programs because a larger percentage of them
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live in incessant poverty (Ryan, 2013). According to Wiley et al. (2013), poverty is one factor
that contributes to the increased incidence of disability among Black males.
According to CRT, racial inequality results from the cultural, economic, and legal
disparities White people establish between "races" to preserve elite Whites in labor markets and
politics, creating conditions that cause poverty and crime in many minority communities
(Delgado & Stefancic, 2001). Poverty is something done to racialized groups of people. It is a
product of the systemic looting of labor by those socially constructed as non-white. Poverty is
not an individual problem by a societal one.
To better understand why Black male students are disproportionate to special education
programs, many researchers have been exploring the effects of poverty on Black male students
(Coutinho & Oswald, 2006; Fergus, 2010; Skiba et al., 2005; U.S. Civil Rights Commission,
2009; Wiley et al., 2013; Zhang et al., 2014). Poverty has been found to contribute to a high
incidence of disability among Black male students (Losen & Orfield, 2002). Poverty's highly
adverse effects leave many students exposed to environmental problems and less "prepared" for
school. Losen and Orfield (2002) suggested since Black male students are disproportionately
exposed to poor communities, deprivation in special education seems likely a contributing factor
to the disproportionality of Black male students.
The U.S. Census (2017) indicated Black students are more likely to be exposed to
poverty in American society; the risk factors associated with poverty will lead to increased
academic gaps and emotional/behavioral problems among Black students, thereby increasing the
risk of Black students' referral to special education (Skiba, 2008). Jiang et al. (2015) reported
Black students are significantly impacted by poverty. Based on the 2013 National Center for
Children in Poverty statistics, approximately 65% of Black children live in poverty (Jiang et al.,
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2015). A variety of demographic factors have been linked to geographic location and
socioeconomic status that are correlated with the early cognitive development of the student's
educational achievement.
Artiles et al. (2010) concluded that poverty is often equivalent to poor school
performance, which also results in the student being referred for special education. While there is
much evidence to support this theory, other studies such as Wiley et al. (2013) have suggested
that poverty does not automatically lead to students being referred for special education services.
Wiley et al. indicated that there are many disadvantaged Latino students in the public education
system, but that student population is not overwhelmingly reflected at the national level of
special education. There is evidence that students living in poverty often experience stress and
suffer more from developmental threats (Artiles et al., 2010).
Environmental racism is an example of why many students from more deprived areas of
town may develop physical, emotional, and behavioral disabilities. Ryan (2013) argued that
poverty-related external and internal pressures often have the most impact on minority students.
Their living conditions and access to quality food are some of the external factors that can impact
a student. Artiles et al. (2010) suggested poverty often amounts to poor performance in schools,
which often results in the student being referred for special education services. Poverty is,
therefore, a significant contributing factor that raises the danger of special education placement
for Black students.
Teacher Beliefs. The number of qualitative studies about interactions with Black male
students in the classroom is alarmingly limited (Noguera, 2003). Many existing qualitative
studies focus on teacher beliefs, perceptions, and attitudes and how these factors frame
pedagogical approaches. However, it is essential to accurately look at the population of Black
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male students and how these factors frame instructional strategies. The presented body of
literature will identify and address factors about the specific people in teacher beliefs,
perceptions, and attitudes. Also, the review of literature may provide validation for the necessity
of research pertaining specifically to Black male students.
A teacher's belief, perception, and attitude are indicators of their instructional classroom
practices (Khader, 2012). The beliefs of teachers may influence their performance. The beliefs of
teachers are linked or represented in their practices; it is therefore not inaccurate to assume the
beliefs of teachers influence their practices (Buehl & Black, 2015). It is important to consider the
factors that influence such beliefs, perceptions, or attitudes. Teachers are a crucial part of the
education system and have a pivotal influence on students' academic and social status. Many
factors contribute to the academic performance of a student, including family involvement and
neighborhood experiences. Yet, research suggested teachers matter most among school-related
factors contributing to academic success (Deci & Ryan, 2012; Skinner & Pitzer, 2014).
It is believed by several researchers that factors contribute to the complexity of the
relationship between teacher beliefs and their practice, such as their knowledge, objectives,
movement, pedagogy, and teaching context. Based on literature about beliefs, Savasci-Acikalin
(2009) asserts theories refer to assumptions, commitments, and principles and do not require a
condition of truth, while knowledge refers to realistic proposals and understandings that inform
and fulfill the condition of truth. Mansour (2008) suggested beliefs-controlled knowledge
gaining, but knowledge influenced beliefs as well. Hermans at el. (2008) made the claim that
teacher beliefs are influenced by more cultural context outside their classrooms and determined a
universal approach to evaluating basic beliefs was essential.
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Mansour (2008) examined the relationship between personal religious beliefs and
practices of science teachers. The results of his study show personal religious beliefs and
experiences of teachers have played an important role in shaping beliefs and practices. Factors in
the immediate learning environment, such as classroom management and parental interactions,
are also influential (Powers at el., 2006). Teacher beliefs are key components of teacher
knowledge, and teacher knowledge is needed, like teacher beliefs, to understand teaching
(Zembylas, 2005). Shun (2008) explored the beliefs of teachers and their relationships with
teaching methods. It can be implied by some literature on the relationship between teacher
beliefs and their practice found, on the one hand, teacher beliefs are consistent with teaching
practice (Savasci-Acikalin, 2009). Savasci-Acikalin's findings show there were no differences of
opinion between teachers and the teaching method. Judson (2006) stated teachers' beliefs about
teaching practice and their actual teaching are somewhat inconsistent.
Other research implies teacher's self-efficacy beliefs and personal identity are other
factors that can impact teacher beliefs, perceptions, and attitudes. Teacher self-efficacy has been
known to positively influence classroom management, teaching, and learning (Ormrod, 2006).
Teachers with low self-efficacy beliefs are more likely to perceive change as a threat, which can
lead to minimal processing of the information received, rejecting the proposed strategies, and
avoiding changes (Gregoire, 2003). The beliefs, attitudes, and perceptions of self-efficacy of
teachers are essential in the effective implementation of multicultural education programs
because the safe guard the dignity of all cultures. Now that certain factors are identified that
influence teacher beliefs, perceptions, and/or attitudes, one should consider how this frames the
pedagogical approaches towards and interactions with Black students in the classroom.
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After reviewing the broad perspective of factors influence teacher beliefs, perceptions,
and attitudes, there is significantly less research regarding approaches towards and interactions
with Black male students in the classroom. Some of the studies examined this situation used
qualitative research designs that used small samples of participants. Research on teacher beliefs
suggested most teachers who deem themselves qualified lack self-assurance about their abilities
to teach Black students successfully (Trent & Dixon, 2004). Besides, teacher beliefs about
teaching Black students are also severely influenced by their perceptions of students' previous
academic performance, socioeconomic status, and Race (Wilson, 2008).
Oats (2003) established that students' race and class play a pivotal role in influencing
teachers' perceptions, attitudes, and behaviors toward their Black students. Subsequently,
undesirable reactions, attached with lowered expectations of Black students, can severely affect
teachers' instruction (Bakari, 2003; Cabello & Burstein, 1995). Specifically, educators have
attempted to use their pedagogical practices to create a learning environment that does not
encourage students to disassociate themselves from their cultural identities while pursuing high
academic successes. Banks (1994) asserts that several attempts to enact educational reforms
reflecting cultural equity have been made by including ethnic content in school curricula from
culturally diverse groups. Work by Gay (2002) promotes that when teacher preparation programs
provide teachers with culturally responsive knowledge, attitudes, and skills it can positively
impact the success of various students in schools.
Scholars, such as Ladson-Billings (1995) and Gay (2010), have tried to address the need
through their work to identify effective teaching practices for Black students. Both derive from
the theory of cultural difference, which implies that the cultural knowledge, practices, and beliefs
of historically denied students differ from the schools' prevailing culture (Howard, 2010).
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Ladson-Billings (1995) described the pedagogy of cultural relevance as crucial "pedagogy
empowers students intellectually, socially, emotionally, and politically by using cultural referents
to impart knowledge, skills, and attitudes" (p. 18).
Ladson-Billings (1995) outlines a framework that includes three approaches for culturally
relevant pedagogy. The first approach is pedagogy of cultural relevance concentrate on cultural
competence which refers to help students understand and respect their own cultural values and
traditions while gaining access to a larger society where they are likely to have a chance to better
their socio-economic status and make educated choices about their lives. Culturally relevant
pedagogy try to develop a sociopolitical awareness, which encourages teachers to find ways for
"students to recognize, understand and critique current and social inequalities" (Ladson-Billings,
1995b, p. 476). Ladson-Billings (2006) explained what her reason was about "student learning'—
what it is students actually know and are able to do as a result of pedagogical interactions with
skilled teachers" (p. 34).
The groundbreaking work of Ladson-Billings (1995) also showed while the ability,
credentials, and experience of a teacher are essential factors in determining his or her potential
for success with poor and minority students, it is also crucial for teachers to be culturally
competent. These conclusions suggested through culturally responsive teaching, teachers have an
impact on the learning experience of Black students. Although not developed as a theoretical
model, the structure for culturally responsive teaching is scientifically grounded and therefore
serves as more than a collection of ideal practices (Gay, 2010). Gay (2000) offers the five
essential components of beginning a culturally responsive teaching process: 1) development of a
knowledge base on cultural diversity; 2) development of knowledge on a culturally relevant
curriculum; 3) demonstration of concern for students of color; 4) development of successful
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strategies for engaging and interacting with students of color and; 5) cultural congruity in the
classroom incorporating all of the components; 6) culturally sustaining pedagogy an approach
defined as having the “explicit goal [of] supporting multilingualism and multiculturalism in
practice and perspective for students and teachers” (Paris, 2012, p. 95).
The literature on disproportionate representation suggested teacher expectations and
beliefs influence disproportionality in under-represented identities. The participants in the study
were from 12 distinct classrooms attending eight elementary schools in New Zealand's Auckland
region participating in this research. Rubie-Davies (2006) conducted a quantitative survey to
track students' self-perception results (N= 256) whose teachers were expected to be high or low.
Rubie-Davies (2006) recognized that teacher expectations exist, and it is through teachers'
expectations learning opportunities are provided for students depending on the rate of the
teacher's expectations of their students. The results were teacher expectations have a greater
impact between teacher and student, student, and teacher.
Literature has indicated expectations of teachers and student performance demonstrates
teacher perceptions of student capacity affect student performance (Alvidrez & Weinstein, 1999)
and student results (McDonough, 1997) and may affect their responses to student activities and
referrals for misbehavior. Lumsden (2000) purported the unconscious biases and assumptions of
a teacher about the ability of students to have a significant impact on performance because
learners with low expectations have less opportunity to perform. Steele-Ryan (2006) pointed out
student achievement is directly related to the student's expectations of the teacher. They also
suggested social and institutional problems influenced the pedagogical practices of schools and
teachers and therefore played a role in the perceptions and expectations of a teacher. The nature
of these problems leads teachers to have certain perceptions and expectations of a student's Race.
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Barrett (2007) asserts teachers' ability to communicate high expectations and to hold positive
attitudes for all students is the basis for student success. When teachers have low Race and
socioeconomic status expectations for certain students, they perpetuate the disproportionate
number of children identified with specific disabilities and placed in more restricted
environments (Lumsden, 1998).
The Pygmalion effect, also known as the Rosenthal effect, is defined as "the case
whereby one person's expectation for another person's behavior comes to serve as a self-fulfilling
prophecy" (American Psychologist, Nov. 2003, p. 839). Seminal authors, Rosenthal and Lenore
(1968), purported teacher expectations influence student performance. They believe if we have
certain expectations about how others behave, we are likely to act in a manner of the expected
behavior (Rosenthal & Babad, 1985). Rosenthal (1968) discussed four contributing factors in
which teachers' expectations influence students and suggested climate, input, output, and
feedback were all contributing factors. If teachers have high standards for their students, they
will be given more learning opportunities or more challenging assignments, receive more
comprehensive reviews, and be rewarded and encouraged more often after successes and
failures. As a result, instructor action has a positive impact on student success.
Stereotype Threat. Another reasonable cause for the disproportionality of Black male
students in special education is stereotype threat. Stereotype threat is the negative effect on
achievement that occurs when the poor performance of an individual is at risk of confirming a
stereotype relevant to the task (Schmader, 2010; Steele, 1997). Steele and Aronson (2002) found
that Black college freshmen and sophomores performed more poorly on standardized exams than
White students with their race being the focus of the study. It was determined that when Race
was not highlighted, Blacks performed better and equally.

54
Stereotypes, which are assumptions about behaviors and characteristics that supposedly
define a group of individuals, enable people to predict and justify the actions of another person.
It has been assumed that all stereotypes are based on ascriptions that involve stable causes and
traits (Reyna, 2000). Research has shown that stereotype threat can damage the academic
performance of any person for whom a stereotype-based expectation of poor performance is
invoked in the situation (Spencer et al., 2016). A study on stereotype threat by Steele and
Aronson (1995) showed that selective knowledge of stereotypes and societal pressures associated
with different social identities leads to the underperformance of disadvantaged individuals during
periods of assessment of academic performance, such as testing. Stereotype threat significantly
hinders the academic performance of participants from stigmatized groups. An investigation into
the prevalence of stereotyped risks is compelling. Stereotype threat shows that individuals are
highly aware of the perceptions associated with their group at an unconscious level. It also shows
that the implications of these assumptions are context-specific.
Federal Strategies to Reduce Disproportionate Representation
In recent years, the federal government and scholars have been finding ways to address
the disproportionate representation of Black students in special education programs. While there
is no definitive answer to eliminate disproportionality, this study will document some key
strategies that have shown positive results in tackling the problem (Gregory et al., 2010). These
strategies are embedded throughout Positive Behavior Intervention Support (PBIS), a Multitiered Systems of Supports (MTSS), Response-to-Intervention (RtI), and effective professional
development- all frameworks that have proven to show positive impact on students (Elliott,
2008). IDEA (2004) describes both a multi-tiered systems of supports and positive behavior
intervention support as structured frameworks to help troubled students and address referrals to
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special education services. In fact, active professional development is another critical approach
that provides teachers with the appropriate tools to meet all students' needs, thus remedying the
lack of special education referrals (Schleicher, 2011). These three approaches are based upon
proactive procedures rather than reactive procedures, consequently empowering students and
educators (McInerney & Elledge, 2013).
Positive Behavior Intervention Support. There are various thoughts and perceptions
about how to reduce the disproportionate representation of students of coin special education
programs (Zhang et al., 2014). A framework to consider is the positive behavior intervention
support (PBIS) framework (Drakeford, 2004). A PBIS framework is a function-based approach
used to support inappropriate behaviors, which hinders the learning environment (Bal et al.,
2012). PBIS has evolved over the past twenty years as a tiered approach to prevention
programming and behavioral supports for both traditional and at-risk students (McKevitt et al.,
2014). There are four key elements of a positive behavior intervention support framework. Those
key elements are staff and student behavior, decision-making, social competence, and academic
achievement (McKevitt et al., 2014).
Multi-Tiered Systems of Supports. Since the IDEA reauthorization in 2004,
considerable attention has been paid to the use of Response-to-Intervention (RtI) and Multitiered Systems of Supports (MTSS) models to address disproportionality in schools (Eagle et al.,
2015). Many studies support the use of MTSS as an effective way to increase student
performance (Marston et al., 2003; Stulkowski et al., 2011; Torgeson, 2009). Research has
shown implementation of MTSS is associated with decreases in students with disabilities'
identification rates (Burns et al., 2005; Torgeson, 2009; VanDerHeyden et al., 2007). These datadriven frameworks, in particular, promote positive academic and behavioral outcomes for
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students, as well as safe and favorable school climates (Ockerman et al., 2012; Sugai & Horner,
2009).
It is expected that Georgia's Tiered Systems of Student Support will become one of the
key driving mechanisms to improve educational and behavioral outcomes for students in
Georgia. The essential components of Georgia’s framework were aligned with the nationally
vetted MTSS in 2018-2019. MTSS consists of a three-tiered prevention continuum: primary,
secondary, and tertiary (Harlacher et al., 2014; Sugai & Horner, 2009). In addition, the
prevention activities in all three levels are evidence-based practices (e.g., scientific interventions)
(Harlacher et al., 2014; Sugai & Horner, 2009) and data-driven practices. All students receive
academic and behavioral support in Tier 1, or primary prevention (Harlacher et al., 2014).
Approximately 80 percent of students in a school are successful by receiving only
primary prevention, or behavioral supports in general education for all students. Examples
include teaching anticipated behaviors through school, and using instructional approaches and
curricula based on facts. The process consists of five key components including testing, progress
tracking, multi-level prevention program, and decision-making based on data. The system uses
data to make decisions and create ongoing mechanisms of school change promote all students '
educational, social emotional, and behavioral achievement and prepare them for successful
graduates of high school (GDE).
Professional Development. The need to ameliorate student performance and eradicate
disproportionality of Black male students in special education programs is paramount. To build
an equitable system for Black male students in the schools, current teacher practice needs to be
changed to incorporate intervention strategies in the classroom; this shift in practice is
accompanied by targeted professional development that addresses issues of race, gender, and
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disproportionality. Professional development is a formal or informal environment in which
educators strengthen their knowledge of content and their pedagogical skills (Quint, 2011).
Research shows that educators need lengthy professional development cycles to understand how
their own educational beliefs can create low expectations for Black male students (Garcia &
Guerra, 2004).
When starting to use professional development as a tool, it is imperative to review
research with the teachers in terms of its effectiveness. Little (2006) focused on approaches to
improve professional learning as a resource for further improving teaching and learning
efficiency. Little's point that many opportunities for professional development are detached from
practical problems can be resolved by using the disproportionality issue in practice as a basis for
ongoing learning. Through the deliberate use of best practice MTSS and a focused professional
development sequence dedicated to positive behavior strategies, plus the formation of
collaborative partners through instructional coaching, teacher practice can change to become
more supportive of Black male students. The same is applicable to the implementation of RtI
strategies employed by school personnel to reduce the disproportionality of Black male students
in special education.
Critical Race Theory. Critical Race Theory (CRT) originated from the civil rights
movement of the 1960s and the critical legal studies of the 1970s. The advent of CRT marked an
essential point in the development of racial politics at the legal academy and the broader debate
in the United States about Race and racism. CRT also provides the theoretical justification for
taking seriously oppositional scholarship of Race used to "uncover racial inequity and legal
injustice [that] inform strategies of resistance" (Taylor, 2018, p. 72). Compared with other
frameworks, CRT is the most appropriate framework for this study as it acknowledges the
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permanence and pervasive role of race in American education (Delgado & Stefancic, 2001).
Through its use scholars seek to promote equity and social justice (Bell, 1981; Stefancic, 2001).
Recurrent tenets as hallmarks of CRT include a belief that racism is normal or ordinary, not
aberrant, in U.S. society; interest convergence of material determinism; race as a social
construction; myths of color-blindness and meritocracy; and understanding Whiteness.
(Delagado & Stefancic, 2001; Ladson-Billings, 1998; Litowitz, 2009; Taylor, 2009). These
tenets are discussed in the following section.
CRT was used as a conceptual framework in this study as a race-based epistemology
because it provided a lens through which to answer the research questions, critique, and
challenges the way and method in which Race, white supremacy and racist ideologies have
shaped policy efforts for Black students. CRT goal was resistance, with the intent that "scholarly
resistance will lay the groundwork for wide-scale resistance" (Bell, 1995, p. 900). CRT is both a
distinct entity outgrowth from a previous scholarship called Critical Legal Studies. Crenshaw
(1988) posited, "Critical [legal] scholars have attempted to analyze legal ideology and discourse
as a social artifact which operates to recreate and legitimate American society" (p. 1350). Critical
legal studies do not provide pragmatic approaches for material, social conversion.
Summary
This chapter presented articles pertaining to the disproportionality of Black male students
diagnosed with a disability and found eligible for special education services. Based on the
surveyed literature, the disproportionality of Black male students exists within the special
education population. Rather than continuing to support an educational system for which many
Black male students drop out or succumb to the school to prison pipeline, it is imperative that we
decrease the overrepresentation of Black males' students to ensure that the opportunities for
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educational achievement offered to them equal those offered to the majority group. An effective
way to decrease the overrepresentation of Black males is by developing and implementing
effective supports and providing instructional staff with the proper supports to ensure that the
special education referral process is equitable and no one population is targeted. The process
should allow instructional staff to look at all students with high expectations and that all students
can achieve. Thus, there was a need to explore the perceptions of multidisciplinary evaluation
team (MET) members with regard to the implementation and outcomes of multi-tiered
interventions and supports, namely PBIS, RtI, and Multi-tiered Systems of Supports, to
determine if these MTSS are appropriate for Black male students and meeting their intended
purposes. The next chapter, Chapter 3: Methodology, presents on how I conducted the study to
ascertain the perceptions of MET members regarding implementation and outcomes of MTSS
and explored the case of the disproportionality of Black male students in special education.
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Chapter 3: Methodology
Introduction
The study was a qualitative study with descriptive, single-case study design. The study's
purpose and researcher questions, as well as the case that was explored, justified the decision to
use the qualitative methodology with a descriptive, single-case study design. The case explored
was the implementation of Positive Behavioral Interventions and Supports (PBIS), Response-toIntervention (RtI), and Multi-tiered Systems of Supports (MTSS) in an urban high school. The
study's purpose was to explore the perceptions of multi-disciplinary evaluation team (MET)
members regarding how PBIS, RtI, and MTSS designed to reduce the disproportionate
representation of Black male students in special education are implemented. The MET members
are comprised of administrators, counselors, school psychologists, special education teachers
(SET), and general education teachers (GET). The team members comprised the unit of
observation for this study, and the unit of analysis was the implementation of the PBIS, RtI, and
MTSS in an urban high school. Two research questions guided this study.
RQ1: How do multi-disciplinary evaluation team members understand and perceive the
implementation of PBIS, RtI and Multi-tiered Systems of Supports?
RQ2: How do multi-disciplinary evaluation team members perceive the outcomes of
implementing PBIS, RtI, and Multi-tiered Systems of Supports in terms of Black
male students in special education?
According to Auerbach and Silverstein (2003), "Qualitative research is research that
involves analyzing and interpreting texts and interviews in order to discover meaningful patterns
descriptive of a particular case" (p. 13). This study investigated the implementation of PBIS, RtI,
and MTSS. To understand this case, I needed to explore the perceptions of MET members for the

61
purpose of understanding how these supports are being implemented. Patton (2015) contends
that qualitative studies are intended to generate in-depth understandings and insights into a case
that alternative research methodologies do not permit, as qualitative research is designed for the
purpose of understanding and explaining phenomena. Therefore, qualitative research was
necessary to analyze and interpret participant perceptions in a way that allowed me to conduct an
open inquiry that gave voice to participants and used their words to describe the case.
Since the case of this study was the implementation of a combination of behavioral and
academic supports, the case was outside of the researcher's control. According to Patton (2015),
"Qualitative designs are naturalistic to the extent that the research takes place in real-world
settings and the researcher does not attempt to manipulate the case of interest (e.g., group, event,
program, community, relationship, or interaction)" (p. 39). A lack of researcher involvement
meant the case "unfolds naturally in that it has no predetermined course established by and for
the researcher such as would occur in a laboratory or other controlled setting" (Patton, 2002, p.
39). The case in this study was considered holistic, as a holistic case is one that involves
gathering participant perceptions of it that provides a holistic understanding of what they were or
are experiencing (Merriam & Grenier, 2019). Further, the holistic approach assumed that the
whole is understood as a complex system that is greater than the sum of its parts (Patton, 2002).
Therefore, the case was holistic and created a single case to explore, which was best explored
through a qualitative naturalistic inquiry.
Conducting a naturalistic inquiry requires an "openness to whatever emerges (lack of
predetermined constraints on findings)" (Patton, 2002, p. 40) for which the case under
exploration in this study was without predetermined limitations or preconceived truths. Further,
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Patton (2015) contends data should emerge from making inquiries and being in the field "rather
than being imposed a priori" (p. 64). As such, I used inductive coding.
Due to the nature of this current study, I concluded it would be best explored through
conducting a qualitative study relying on qualitative data sources. Hennink et al. (2020)
identified interviews, observation, discussions, visual methods, and content analysis as
appropriate data sources in conducting qualitative studies. As such, I conducted semi-structured
individual interviews, distributed questionnaires, and maintained a research journal. These data
sources enabled me to answer the two posed how research questions through analyzing the
interview transcripts, documents (questionnaire that captures written responses to open-ended
questions), and journals (memos recorded by me), which aligned with qualitative data sources
for analysis identified by Saldana (2013) and Patton (2015).
Qualitative research was also recommended for answering certain types of research
questions and for serving select purposes. Since qualitative research is considered most useful for
exploring and understanding complex issues, qualitative research was best suited to describe a
behavior or process through asking how questions (Hennink et al., 2020). For this study, I
attempted to answer two how research questions designed to explore the perceptions of
participants for the purpose of generating thick descriptions of the case based on the participants'
personal perceptions and experiences. Unlike quantitative research that seeks to "measure, count,
or qualify a problem to answer: How much? How often? [etc.]" (Hennink et al., 2020, p. 16), this
study sought to understand how MET members perceive the implementation and outcomes of
PBIS, RtI, and MTSS.
Merriam and Tisedell (2016) assert that qualitative researchers pursue an understanding
or description of "how people interpret what they experience'' (p. 15). In answering the posed
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research questions, participants described how they interpreted their experiences with the
implementation of the supports and how they described the outcomes of these supports, which
justified the rationale to conduct a qualitative study. Patton (2015) explains that qualitatively
studying how something works, such as the implementation of a program, requires a researcher
to enter the case of interest for the purpose of gathering "detailed, descriptive data and
perceptions about the variations in what goes on and the implications of those variations for the
people and processes involved" (p. 6). In order to engage with participants and acquire
descriptive data, qualitative data sources were necessary to effectively and efficiently explore the
case under investigation. Therefore, to answer the poses research questions, I relied on three
qualitative data sources, including semi-structured individual interviews, questionnaire, and a
researcher journal for which the interview and questionnaire questions were predominantly openended questions.
The purpose of this study was to explore the perceptions of members of a multidisciplinary evaluation team, including an administrator, counselor, school psychologist, SET,
and GET regarding the implementation of PBIS, RTI, and MTSS. To address the purpose, I
delved into the perceptions of each of the MET members to gather an in-depth understanding,
which was consistent with the qualitative methodology. Since qualitative research was used to
describe a case, understand a process, explore the differences between stated policies and
theories with the implementation of those policies and theories, or to discover a variable
(Merriam & Grenier, 2019), the qualitative methodology was most appropriate for the study in
exploring how a policy is implemented through describing the case of the implementation, as
perceived by MET members.
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While the quantitative methodology was considered for this study, I determined the
qualitative methodology most suited for conducting this study. This decision was based on the
purpose statements of the proposed study as well as the posed research questions and case
explored. The mixed-methods approach was also considered, but dismissed since this study was
not seeking to acquire any numeric data and instead focused on qualitative textual data consistent
with only a qualitative study. Therefore, I conducted a qualitative study.
The decision to pursue a descriptive, single-case study was also based on the sample, case
to be explored, the research questions, and the purpose of this study. According to Yin (2018), a
case is defined as a "concrete entity" (p. 28), which may include a person, group, practice,
program, or organization that is bounded by conditions, such as geographic locations or regions,
time, organizations, or other features that make this case unique from other possible cases. This
definition aligns with one proposed by Gerring (2004) that described a case study as being an
"intensive study of a single unit for the purpose of understanding a larger class of (similar) units
… observed at a single point in time or over some delimited period of time" (p. 342 as cited by
Baskarda, 2014, p. 1).
For this study, the purpose was to explore the perceptions of multi-disciplinary evaluation
team members (group) implementing programs (PBIS, RtI, and MTSS) within an organization
(urban high school). The case for this study was the implementation of the programs (PBIS, RtI,
and MTSS) delivered simultaneously within an urban high school, which establishes the program
as a single unit to be investigated. The purpose of this study was to explore the perceptions of
MET members regarding how the program is being implemented during a set period of time. In
doing so, I understood this to be a single unit that could inform on the implementation of this
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program in a larger set of similar units, such as the implementation of this program in other
urban high schools within the United States.
While a case may be a single person, group of people, practice, program, or an
organization, this case focused on the perceptions of a group of people implementing a program
for which the program is bounded by conditions. Therefore, the unit of analysis was the
implementation of the program comprised of three distinct types of supports. To understand the
case, the unit of observation was the individuals implementing the program.
The case was bounded by location (geographical site of the selected high school) and
time (past three to five years). The location was a selected urban public high school located in a
single school district in one state within the U.S. The case was also bounded by time. The sample
was comprised of only multi-disciplinary evaluation team members employed full-time for at
least five consecutive school years within the past eight school years in which they were directly
responsible for implementing the program, thereby bounding the time to the implementation of
the program between 2012-2020. Further, the case was a program, and since the program
included the implementation of three distinct forms of support (PBIS, RTI, and MTSS) intended
to address the disproportionate representation of Black male students in special education made
the case holistic and complex. The sample included administrators, counselors, school
psychologists, SET, and GET that comprise multi-disciplinary evaluation teams in which each
member contributes to the implementation, monitoring, and evaluation of the program.
Based on the definitions proposed by Yin (2018) and Gerring (2004) of a case study, I
determined the case was singular, as no other case was identified. A case may be considered
common or unusual, critical, or revelatory, for which this case was common in that MTSS are
implemented throughout Georgia, which made this case consistent with the description of a case
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described by Yin (2018). The implementation of PBIS, RTI, and MTSS that comprise a program
deployed by a MET is in alignment with recommended educational practices and supports
intended to reduce the disproportionality of Black male students in special education programs
(Eagle et al., 2015). Since this program is implemented in multiple states within the United
States (Schiller et al., 2020), the case is common, since schools nationwide are implementing the
program in an effort to reduce the disproportionate ratio of Black male students in special
education (Eagle et al., 2015).
Yin (2018) posited that qualitative case studies are best for answering how and/or why
research questions and defined a descriptive case study as, "A case study whose purpose is to
describe a case [the 'case'] in its real-world context" (p. 286-287). In an effort to explore the case,
I proposed two how research questions that are open-ended and in alignment with the case under
investigation. Further, since the purpose of this study was to explore the perceptions of MET
members regarding how PBIS, RtI, and MTSS are implemented, I intended to describe the case
and not "to explain how or why some condition came to be" (Yin, 2018, p. 287), which would be
the purpose of an explanatory case study.
According to Baxter and Jack (2008), a qualitative case study is a research method that
allows the researcher to explore a case in its context using a variety of data sources.). According
to experts in the field (Patton, 2015; Baxter & Jack, 2008; Yin, 2018), multiple data sources are
essential to gather thick descriptions with rich, descriptive data that can inform on the case,
answer the research questions, and address the problem of a qualitative study. As such, I used
three qualitative data sources, including semi-structured individual interviews, questionnaires,
and a researcher journal. The interview and questionnaire questions were predominantly open-
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ended questions intended to explore the perceptions of participants to produce textual data to
inform on the case through participant voices consistent with a qualitative case study.
Other qualitative designs were considered for conducting this study but were dismissed
due to a lack of alignment between the design and the purpose, case, and research questions.
While the phenomenological design was extensively considered for this study since the purpose
of phenomenological research is intended to gather in-depth descriptions of how individuals
experience a case (Van Maanen, 1990), this study was designed to describe how individuals
perceive a case. Therefore, there was a fundamental difference between describing experiences
and describing perceptions that rationalized the decision to pursue a case study design.
Additionally, phenomenological research relies heavily on in-depth, lengthy interviews that
range from 30 minutes in length to several hours (Patton, 2002a) rather than multiple data
sources that may be triangulated, allowing for greater validity and reliability by corroborating
findings (Shank, 2006).
Grounded theory was also explored as a possible design, but also deemed inappropriate
and misaligned with the study's research questions and case. Grounded theory research is
designed to develop a theory based on past research and inquiries (Patton, 2015). Instead, this
study was a basic study designed to contribute to the knowledge of the case through exploring
and investigating a common case rather than building a theory, which was consistent with
conducting case study research intended to contribute rather than develop and build as is
appropriate with grounded theory research (Patton, 2002a). Ethnography was promptly dismissed
as a possible design since ethnographical research investigates individuals within their culture
and environment looking at a case through a cultural lens (Yin, 2018), which differs from
exploring perceptions of individuals based on a common case not connected to culture. The
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narrative analysis design, while appropriate for describing past experiences of participants
through stories and storytelling, the purpose of this study, did not align with the storytelling of
past experiences. While other qualitative designs could inform on the case, the designs were not
consistent or aligned with the purpose and research questions, and therefore could not effectively
explore the case or ascertain the perceptions of individuals about the case.
Potential participants met eligibility criterion for participation, as Yin (2018), Patton
(2002a), and Shank (2006) contend, qualitative case studies must rely on participants that have
direct knowledge of and experience with the case. Through ensuring participants were
purposefully recruited because of their experience and knowledge of the case, I sufficiently
explored the case and gathered thick, rich, descriptive data consistent with the purpose of
qualitative case study research (Yin, 2018). Patton (2002) states, "Purposeful sampling focuses
on selecting information-rich cases whose study will illuminate the questions under study" (p.
273) and will, therefore, provide specific insight and understanding rather than generalizations.
Sample and Data Sources
Sampling
I implemented snowball sampling since time was too restrictive to extend purposive
sampling and account for attrition. Snowball sampling is when "a subject from an initial sample
group is asked by researchers to recommend individuals to act as future participants" (Crouse &
Lowe, 2018, p. 1531). Snowball sampling may generate additional participants that would meet
eligibility recruitments for participation but are recommended to the researcher rather than
pursued directly by the researcher during the initial recruitment process. As a last measure, I
pursued convenience sampling as a means to reach the minimum sample size of five participants
that comprise a full MET. Convenience sampling is used when there are time restrictions to
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recruitment, so "the researcher obtains participants from a location that is convenient or easy to
reach" (Paik & Shahani-Denning, 2017, p. 230). Convenience sampling was used to acquire
participants that met eligibility criterion for participation in this study. I implemented
convenience sampling by asking potential participants to partake in the study based on my
familiarity with and access to these individuals.
To conduct this proposed descriptive, single-case study, I recruited seven potential high
school participants to explore their perceptions of the case that met eligibility criterion. These \
participants were essential, as they are the individuals placing Black male students in special
education late in the student's educational matriculation. Single case studies are conducted with
small samples that may even be a single case with one participant, given the participant is
selected purposefully (Patton, 2002b; Yin, 2018). While Yin (2018) contends a single case study
may involve a single participant when in-depth interviews are conducted, six participants are
recommended for a single case study. Morse (1995) found six participants enable data saturation
when conducting phenomenological research, Kuzel (1992) suggested six to eight participants
with 12-20 data sources, and Guest et al. (2006) found most codes were identified within the first
six individual interviews with participants. Since I relied on semi-structured individual
interviews that were no less than 30 minutes in length asking open-ended questions combined
with a questionnaire and a research journal, data saturation was met with seven participants
relying on three sources of data.
Semi-Structured Individual Interviews
According to Adler and Alder (2011), open-ended questions are necessary for qualitative
research and involves engaging with participants (Di-Cicco-Bloom & Crabtree, 2006), thereby
allowing participants to use their own voice to describe the case that is common amongst the
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participants (Yin, 2018). As such, I created semi-structured interviews comprised predominantly
of open-ended questions, and DiCicco-Bloom and Crabtree (2006) assert interviews are
necessary for the process of acquiring perceptions and experiences of participants about a case.
The semi-structured individual interviews allowed me to engage with participants individually,
build a rapport, and ask appropriate probing questions to delve into the perceptions of
participants. The decision to create the interview questions aligns with recommendations by
Castillo-Montoya (2016) in conducting qualitative interviews, which include ensuring that the
interview questions are in alignment with the research questions, flow like a conversation, and
are specific to the purpose of the study.
Taylor et al. (2015) determined interviews are particularly suited for studies in which the
researcher has a clear understanding of their interests and established questions they intend to
pursue, such as how teachers began their careers. Interviews are also appropriate for when the
topic of interest has already happened, or the researcher is prevented from access to the case
under investigation (Taylor et al., 2015). According to DiCicco-Bloom and Crabtree (2006),
researchers that seek "to explore meaning and perceptions to gain a better understanding and/or
generate hypotheses … requires some form of qualitative interviewing which encourages the
interview to share rich descriptions of phenomena" (p. 314). Further, semi-structured interviews
typically last at least 30 minutes but can be several hours, and are generally comprised of openended predetermined questions (DiCicco-Bloom & Crabtree, 2006). Individual interviews are
also best for allowing in-depth, detailed accounts to emerge about experiences or perceptions, as
interviewers can delve deeper into the case during individual interviews than during focus group
interviews (DiCicco-Bloom & Crabtree, 2006).
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Based on the purpose of interviews and their ability to acquire thick, rich descriptions of
participants' perceptions, I determined semi-structured individual interviews were appropriate for
exploring the perceptions of MET members. The two research questions were explored during
the semi-structured individual interviews and questionnaires that contained questions constructed
specifically to this study to ascertain perceptions of MET members responsible for the
implementation of PBIS, RtI, and MTSS. I used the interview protocol refinement framework
proposed by Castillo-Montoya (2016), which is a four-phase process for the designing and
perfecting of an interview protocol.
Four Step Process for Developing the Interview Protocol. The four steps included
aligning interview questions with the proposed research questions, having an inquiry-based
discussion, incorporating feedback on the interview questions to perfect them, and ending with a
pilot test of the interview protocol (Castillo-Montoya, 2016). The use of an interview protocol
refinement process can strengthen the reliability of the interviews as a data source, which can
"increase the quality of data" (Castillo-Montoya, 2016, p. 811) obtained during the interview.
Further, this refinement process is particularly suited for semi-structured interviews (CastilloMontoya, 2016), but may also be used for vetted the questionnaire since the questionnaire
questions are also researcher-constructed. As such, I implemented the four-phase framework to
increase the reliability of the interview and questionnaire questions since they were self-created
for the purpose of this study.
The first step of the four-phase framework involved the alignment of the interview and
questionnaire questions to the research questions, and Castillo-Montoya (2016) proposed
creating a matrix to map or connect interview questions to the research questions. I created a
table depicting the relationship between the interview and questionnaire questions with the two
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research questions to illustrate the alignment and search for gaps that may hinder the answering
of the research questions (Appendix C and Appendix D). The second phase posed by CastilloMontoya (2016) is the drafting of interview questions that differ from the research questions,
constructing a variety of questions, and drafting a script that I would follow that included followup and/or prompting questions to be asked during the semi-structured individual interviews. For
the questionnaire, I drafted a script to be read by participants in advance of completing the
questionnaire (Appendix D). I drafted multiple interview and questionnaire questions that
differed from the research questions and each other to present a diversified set of questions
(Appendix C) as well as an interview script to be read aloud to participants that also contained
follow-up and prompt questions (Appendix C). Rubin and Rubin (2012) recommend interviews
flow like a conversation and include four types of questions including introductory questions
designed to foster trust and communication with participants, transition questions that introduce
the focal point of the interview, key questions that can answer the research questions, and closing
questions to allow for additional insight (Appendix C).
The third phase of the interview protocol refinement process proposed by CastilloMontoya (2016) involves seeking feedback and integrating feedback to refine the interview
protocol, including the individual interview questions. Patton (2015) contends feedback is
essential for providing the researcher with insight into the ability of the interview questions to
answer the research questions. As such, I submitted the interview protocol (questions and script)
and the questionnaire to a panel of experts comprised of three professionals that hold doctoral
degrees and are knowledgeable of conducting qualitative research using interviews as a data
source. The panel reviewed the two documents assessing the alignment of the questions with the
research questions, language sensitivity and writing, bias, structure and flow, and length to
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determine appropriateness, conversational flow, and ability of the protocol to answer the research
questions. I integrated feedback from the panel of experts and resubmited revisions until the
interview protocol and questionnaire were thoroughly vetted, and, by doing so, the interview
questions were expert panel validated as well.
The fourth phase required piloting the interview protocol. I conducted interviews with
volunteers to simulate the interviews, which involved selecting volunteers that shares
characteristics with the sample but were not eligible to participate in the study (CastilloMontoya, 2016). As such, I sought the volunteer participation of 2-4 multi-disciplinary
evaluation team members (administrators, counselors, school psychologists, GET, and/or SET)
and conducted semi-structured individual interviews. Boyatzis (1998) contends the process of
field-testing and pilot testing builds researcher confidence and improves their ability to conduct
interviews and analyze data by practicing in advance of data collection, which increases the
reliability of the study. The questionnaire was also piloted tested with these same volunteers. The
volunteers were asked to complete the questionnaire independently and participate in a short
discussion with the researcher about their experience with the questionnaire. Through pilot
testing, I further vetted and assessed the interview and questionnaire questions and scripts and
increasing the reliability of these data sources.
An essential element for conducting semi-structured individual interviews is rapport
building. Taylor et al. (2015) contend interviewing requires interviewers to make an effort to
build and establish a rapport with participants in the process of ascertained details of the
understanding of their perspectives as well as experiences. As such, I constructed questions at the
beginning of the interview protocol to foster communication and build rapport in alignment with
the four types of questions suggested by Rubin and Rubin (2012) to include introductory
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questions. The researcher built a rapport through being empathetic, actively listening to
participants, asking probing questions, seeking clarification, and being personable.
Questionnaire
Patton (2015) opines, a "questionnaire is like a photograph. A qualitative study is like a
documentary file. Both offer images. The photograph captures and freezes a moment in time,
like recording a respondent's answer to a survey question at the moment in time" (p. 60).
Therefore, the questionnaire served as a qualitative data source similar to a document or archival
data since the questionnaire included participant answers to a set of open-ended questions. I
constructed a questionnaire that each participant completed composed of open-ended questions
that diffeedr from the semi-structured interview questions. In this way, I created a second source
of data in which participants were given an opportunity to provide greater insight into the case
through answering open-ended questions designed to elicit depth and descriptive data in the
absence of the interviewer. Therefore, the questionnaire was self-administered, and I provided
participants with a cover letter, clear instructions for completing the questionnaire, and the main
body that presented the questions, as recommended by Trobia (2008) for creating questionnaires
in qualitative research. If the participant had any clarifying questions, they were encouraged to
contact me via email or phone, but no one had any questions.
Bielick (2017) asserts that questionnaires must be confined to a reasonable length to
avoid burdening respondents. In alignment with this recommendation, I asked six open-ended,
targeted questions pertaining to the case for participants to answer that were short in length, did
not contain jargon, and presented in a professional, easy-to-navigate layout. Trobia (2008)
contends that the order of questionnaire items is essential and should go as follows, "(a) general
and neutral questions (to build rapport and thereby obtain the respondent's confidence), (b)
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questions that require greater effort (e.g., complex, core questions), (c) sensitive questions, and
(d) demographic questions" (p. 653). Based on the question layout recommended by Trobia
(2008) for constructing a qualitative questionnaire, the questionnaire began by asking general
questions to inquire about participant before proceeding to questions about the case and sensitive
questions; it concluded with demographic questions (Appendix D). All elements of the
questionnaire, including layout, order of questions, and the actual questions underwent expert
panel validation as well as field and pilot testing to increase the reliability and validity of the
questionnaire while ensuring the questionnaire contributed to answering the research questions.
I sent all participants the questionnaire via a link in an email. I created the questionnaire
using an online survey generator that also stored the participant responses while requesting
minimal personal and identifiable information used solely for the purpose of connecting
participant responses to participants. Since all participants were asked to complete the
questionnaire, and the questionnaire items provided insight into the case, the questionnaire
served as the second source of data consistent with qualitative data sources.
Researcher Journal
The third source of data was a researcher-maintained journal. Auerbach and Silverstein
(2003) recommend maintaining a researcher journal to be used as an internal document for the
purposes of recording thoughts and ideas pertaining to data analysis when the researcher is
conducting data analysis. Auerbach and Silervstein (2003) further assert that researchers should
record steps involved in data collection and analysis with an emphasis on documenting and
recording thoughts related to the study including related or connected data across and within the
population, potential codes by noting keywords or repeated words and phrases, terms that
connect back to literature, and more. This process of recording thoughts and steps taken to
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conduct data collection and analysis forms an audit trail of information (Auerbach & Silverstein,
2003), but also may be a source of data, as memos and journals may be used as a qualitative data
source (Yin, 2018; Patton, 2002).
According to Saldana (2013), "data can consist of interview transcriptions, participant
observations, field notes, journals, documents, drawings, artifacts, photographs, video, Internet
sites, e-correspondence, literature, and so no" (p. 3). Further, Guest et al. (2013) assert that
a document in qualitative research is "broadly defined and can refer to a number of different
forms of text: public records (e.g., court transcripts, institutional literature, congressional
documents, websites), historical archives, periodicals (e.g., newspapers, magazines), personal
narratives (e.g., diaries, letters, blogs) …" (p. 29). As such, the researcher journal was considered
a qualitative source of data under the broad definition of document. Per the recommendation by
Auerbach and Silverstein (2003) for maintaining a researcher journal, I engaged in deliberate
documentation throughout data collection and analysis recording processes and ideas, including
the importance and value of those thoughts in relation to the data, research questions, case, and
prior literature.
Field Notes. Silverman (2005) contends qualitative research should incorporate various
types of field notes. Field notes, according to Silverman, may include abbreviated researcher
notes made at the moment as well as thorough or expanded notes recorded at a later time, a
fieldwork journal that documents ideas and/or problems experienced throughout data collection
and analysis, and thoughts pertaining to data interpretation or findings. Any combination of field
notes may be included in a research journal created by the researcher to document relevant
information and data pertaining to the case being investigated. Suzuki et al. (2007) note, "Journal
entries are made chronologically and serve to reveal the researcher's personal journey in relation
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to the process of fieldwork over time" (p. 308). In addition to documenting thoughts and ideas, I
recorded field notes during data collection to capture casual observations of participants during
semi-structured individual interviews and thoughts that emerged during and after the interviews.
Based on the inclusion of field notes in a researcher journal, the researcher journal served as the
third source of data for this study.
For this study, descriptive single-case study, data triangulation and methodological
triangulation of the three data sources were conducted across and within the population to
establish the validity of this qualitative study. Data triangulation was comprised using
different sources of information in order to increase the validity of a study (Guion et al., 2011).
Methodological triangulation involves studying the program using multiple qualitative and/or
quantitative methods. Results from surveys, focus groups, and interviews, for example, could be
compared to similar findings. The aim of triangulation is corroboration, and to demonstrate
findings supported by more than one evidence source. Triangulation helped ensure that proper
attention was paid to each data source, rather than relying too heavily on one data source, such as
open-ended interview data. Using multiple data sources further substantiates the findings and
presents a valid report (Yin, 2009).
Data Collection and Management
During the first phase of the data collection processes, I submitted researcher-created
interview and questionnaire questions and interview and questionnaire protocols to a panel of
experts to undergo expert panel validation. I used the feedback from volunteers from field-testing
to improve the process. Then, I practiced conducting interviews and took notes. The pilot test
(dry run), which consisted of the interview and questionnaire, was used to gather actual answers
to assess if questions answered research questions. After IRB approval at the university and site
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approval was granted, I distributed a memo to staff inviting them to participate in the study, and
provide the Informed Consent document for participants to read, determine their eligibility, and
sign and return to me. I contacted potential participants and asked if they met the eligibility
criterion for participation noted on the Informed Consent document. Next, I collected Informed
Consent documents from a few respondents to evaluate who I had and who I still needed to
purposefully select participants from that pool. Then, I contacted them and asked if they were
still available, and scheduled an online interview with them using Zoom, a teleconferencing
platform, due to COVID-19. I began taking notes to document data collection in the researcher
journal.
Once the interviews were scheduled at an agreed-upon date and time, I sent the
questionnaire link to participants requesting they complete the questionnaire in advance of the
interview. I conducted the interviews and asked participants before audio recording if they would
provide consent to the recording, and asked again once recording began. I used Zoom to audiorecord the interviews
During and immediately following the interviews, I recorded field notes about the
interviews documenting my thoughts. For participants that had not completed the questionnaire, I
would email participants reminders to complete the questionnaire, as needed. I assigned
participants pseudonyms and maintained a list of participants' names and pseudonyms in a
private password-protected document flash drive; replacing names with pseudonyms was done to
preserve confidentiality. Each participant interview was transcribed and saved on a single Word
document per participant. This was the same process for each participant's responses to the
questionnaire. There was one Word document per participant, per interview and per
questionnaire. A researcher's journal was completed in a Word document using headings to
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denote the date of entries. I compiled all interview transcription documents into a single Word
document for interviews and the same for questionnaires. I also compiled the single transcription
document containing all participant interview and questionnaire documents containing all
participant questionnaire response, and researcher journal into one single document.
Purposive or purposeful sampling guarantees that participants have the knowledge and
experience with case to provide in-depth, detailed accounts of the case. As such, participants
were eligible for participation if they were an administrator, school counselor, school
psychologist, GET, or SET with direct experience implementing PBIS, RTI, and MTSS in an
urban school setting within a southeastern state in the U.S. Additionally, these individuals were
employed within the past three years and have a minimum of five years in their current position
implementing these supports in an urban school setting. I recruited 10 participants until five
participants with one participant representing each position of the MET were recruited. To create
a MET, I needed at least one administrator, one school counselor, one school psychologist, one
GET, and one SET will comprise a total team. This helped account for attrition as well.
Data management procedures were implemented to ensure data security. All paper-based
copies of documents were stored on my key-locked premises. Files were encrypted, and the
desktop was and remains password protected. I memorized the desktop password and did not
share this password with anyone. The desktop was only used to complete work pertaining to the
dissertation. It is through these efforts that the data will remain safe (U.S. Department of Health
and Human Services, 1979). The audio recordings for this study were saved to an external
portable hard drive, and all electronic data pertaining to the study from the desktop transferred to
the same external portable hard drive once the study was complete. Data was and will remain on
my password-protected desktop computer located on my key-locked premises using a unique
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password only known to the researcher – external portable hard drive password protected – until
three years from the completion of the study, at which time the hard drive will be erased and
physically destroyed and disposed of. Additionally, all paper documents will be shredded and
recycled.
Data Analysis Procedures
Three sources of data were used to answer the two research questions for this study. The
three sources of data included semi-structured individual interviews, questionnaires, and
researcher journal. The two posed research questions presented below were answered through
the three data sources.
RQ1: How do multi-disciplinary evaluation team members understand and perceive the
implementation of PBIS, RTI and Multi-tiered Systems of Supports?
RQ 2: How do multi-disciplinary evaluation team members perceive the outcomes of
implementing PBIS, RTI, and Multi-tiered Systems of Supports in terms of Black
male students in special education?
In order to define, interpret, and report themes contained within the data, I conducted
thematic analysis (Braun & Clarke, 2006). Even though thematic analysis reflects reality and
provides insight beneath its surface, this single-case study based on open-ended interviews,
questionnaires, and a researcher's journal is appropriate. The use of open and axial coding was
also conducted (Patton, 2002). Open coding consists of analyzing the data line-by-line to create
tentative labels for chunks that summarize what the researcher sees. Axial coding consisted of
identifying relationships among the open codes. Using thematic analysis, I identified themes or
patterns from across and across the population, as well as triangulated sources, to answer the
questions posed on MET members’ perceptions. The results obtained by following the six-step
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thematic analysis produced useful findings, allowed conclusions to be drawn, and yielded
recommendations for study and practice, while also providing suggestions for potential research
on this topic. The data analysis procedures are presented below.
Atlas.ti was used to analyze data analysis, theme identification, and coding purposes. The
researcher followed the six specified steps to perform the thematic analysis to interpret the data.
These six steps are: (a) familiarizing oneself with the data; (b) initial code creation; (c) theme
search; (d) theme review; (e) defining and naming the themes; and (f) writing the report (Braun
& Clarke, 2006).
The first step of the thematic analysis required me to familiarize myself with the data.
Patton (2002) recommends this start at the organization of data stage. This afforded me an
opportunity to take inventory of raw data to prepare for thematic analysis in order to gain a sense
of the whole. In addition, I revisited the literature on the case, reviewed the transcriptions of the
interview, and listened to the audio recordings before embarking on data analysis to get back to
the available data. To ensure an electronic copy is stored and available, all transcriptions were
entered into the computer. The questionnaire answers received by each participant were
manually transferred from the online survey site used to a Word document, and the notes
reported in the researcher's journal were also typed to assist in the process of organizing and data
analysis.
The data was compiled into a detailed package in an attempt to become familiar with the
raw data. The material was then edited with excluded redundancies, and combined pieces
(Patton, 2002). From there, I advanced to the second step of thematic analysis. Initial coding was
the second stage of thematic analysis and included developing initial codes. After the case record
was compiled, I coded the data manually (Patton, 2002; Saldana, 2013). I coded the data
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manually after the case record was organized (Patton, 2002; Saldana, 2013). This initial coding
stage is termed open coding, also known as initial coding. The data were broken down into
discrete parts during this step, making it an essential step for a novice qualitative researcher to
learn how to code (Saldana, 2013).
The purpose of this open coding was to facilitate further exploration and reveal themes
present in the data. Open coding involved identifying codes without splitting thoughts or
concepts using words, phrases, lines, or paragraphs (Saldana, 2013). This open coding was
descriptive to ensure alignment and initiation of the coding process with a single case study.
Theme quest was the next step in thematic analysis.
The third step in thematic analysis was a search for themes (Braun & Clarke 2006). I
revisited the codes found during open coding during this phase. I also reviewed relevant sources
of literature and evaluated codes found in previous studies on the case explored in this study.
This step was essential to ensure terminology alignment. I reviewed the research questions raised
in this study and analyze the themes that are found during initial coding. As I performed the
theme search, I looked for answers to the research questions as well as the themes that would
help address those research questions from the thick descriptive accounts gathered from the
participants in the study and from three data sources (Saldana, 2013; Yin, 2009). A theme review
followed the theme search.
The fourth step of thematic analysis was a theme review, which involved axial coding
and identifying potential themes. Axial coding is necessary when multiple forms of data are used
in a study (Saldana, 2013), as it will be in any study with multiple sources of data. Axial coding
enabled me to identify dominant and supplemental codes in the data while removing
redundancies, merging or separating codes, and identifying the best codes for describing the case
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and answering research questions (Saldana, 2013). This process helped reduce time spent on
analysis by identifying convergence and divergence within the data (Patton, 2002).
Axial coding supported the theme review by providing an opportunity for me to
reevaluate the codes identified in the two previous steps of the thematic analysis process and to
ensure correctness, alignment and appropriateness. I ensured that what the interviewees said and
identified remained intact and not splintered, which is essential for maintaining the meaning in
qualitative research (Patton, 2002). In addition, the theme review provided me with an
opportunity to define themes across and within the population (Saldana, 2013) before
triangulation of the data across data sources. Collecting data from multiple stakeholders in order
to compare findings to members of other stakeholder groups improved my capacity to answer
questions on the study and explain the case.
The fifth step of thematic analysis consisted of defining and naming the themes, which
also involved axial coding, comprising of sorting, labeling, and renaming codes to establish the
most appropriate fit for this study (Saldana, 2013). I validated the codes and themes during this
phase by contrasting them with the codes and themes described in the literature (Boyatzis, 1998).
This activity gave me an additional opportunity to compare the codes of this study with those
found in previous studies by renaming the codes and themes to fit the ones described in the
literature. My aim was to reach saturation at this stage (Saldana, 2013). During this stage, I
became familiar with the raw data and conduct open coding, search for themes, identify and
review themes, completed axial coding, revisited the literature, and defined and renamed themes
and codes to align with the literature about the case. The thematic analysis resulted in the writing
of the report (Braun & Clarke, 2006).
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The final stage of thematic analysis was writing the report. Writing the report requires
providing a balanced, descriptive, and interpretative depiction of the case. The interpretation of
the data for this study was written with the purpose of exposing the unseen significance within
the literature (Patton, 2002). The interpretation came from clarifying the meanings from the data
(Patton, 2002). Offering a thick description of the case, I was able to present a comprehensive
interpretation of the data, which established the balance needed to report on a single case study
(Patton, 2002). The study must provide a thorough explanation of the case to provide the reader
with an understanding of the basis for interpretation, as well as a thorough interpretation to
explain the description's importance (Patton, 2002).
In order to ensure credibility and integrity, several steps were taken throughout the study.
I received Kennesaw State University (KSU) Institutional Review Board (IRB) approval
(Appendix A), as well as signed Informed Consent documents from each participant. The
participants were informed that their participation was voluntary, they could withdraw from the
study at any time, and would be assigned a pseudonym to ensure confidentiality and privacy. No
personal information that could be used to identify participants were used in the study.
The participants were reassured that their Informed Consent documents and all hard-copy
documents will remain confidential. Similarly, electronic information that were stored on a
password-protected desktop remained on the researcher's premises in a locked space at all times,
removing the possibility of being tampered with or hacked. All documents were stored in an
encrypted folder. The language from the questionnaire and interview may be sensitive, so it was
essential to safeguard the interviewees. Interviews were audio-recorded and transcribed. The
participants were allowed to adjust or clarify their responses from their interviews and
questionnaires. The data, audio-recordings, and devices containing data were stored in a key-
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locked premise, and only I have access to the data. All the data and material will be stored and
locked away for a duration of three years. After the conclusion of three years, all documents
including raw data will be destroyed and discarded. The information on the hard drive will be
erased as well.
The Belmont Principles include respect for persons, beneficence, and justice, and were
implemented in this study. This study participation was solely on a voluntary basis. After all the
participants submitted their Informed Consent document, they were debriefed on the purpose of
the study, their rights and role as a participant, privacy and confidentiality, and their ability to
disengage from the study at any given time (U.S. Department of Health and Human Services,
1979). In addition, participants were kept safe by doing private activities (individual interviews)
and only participating in interviews at an accepted venue, which promoted safety and privacy.
The interview questions and questionnaire were developed in a way to foster sensitivity and
respect for all participants (U.S. Department of Health and Human Services, 1979).
Limitations and Delimitations
As a result of the methodology, sample, data sources, data collection process, and data
analysis used, the present study was subject to certain limitations and delimitations. Such
restrictions and limitations were inevitable. The delimitations and techniques used to minimize
and mitigate the possible negative impacts of the limitations are presented below.
Limitations and delimitations are posed through qualitative methodology. Qualitative
research does not clarify events, but offers an interpretation of the phenomena through rich
explanations (Stake, 1995). Although a small sample is useful in achieving data richness and a
detailed understanding of a case (Yin, 2009), because the sample used in the current study
consisted of only seven participants, the scope for findings to be generalized is limited (Stake,
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1995). Given the amount of raw data collected during qualitative study, this was inevitable (Yin,
2009). In addition, single-case study analysis focuses only on participants in that one case and
may not be applied to other studies (Stake, 1995). The sample was collected from participants
working in an urban high school in the southeastern part of the United States for this analysis and
may not represent the regional or demographic diversity that can be found in other counties or
school districts (Yin, 2009).
The study was also influenced by constraints arising from data sources, as data sources
included semi-structured interviews, questionnaires, and a journal from a writer. Although these
are acceptable data sources in a single-case analysis, prejudice may have resulted in the
construction of interview and questionnaire questions on behalf of the researcher. Field-testing of
the interview questions was performed using seven eligible volunteers to determine the validity
of the questions in order to minimize bias. In addition, I was unable to monitor the responses of
the participants, and relied on the honesty of the participants and their ability to answer questions
freely and honestly (Yin, 2009). This was an unavoidable result of making participants selfreport on questionnaires and questions from the interview. To confirm the answers to the
interview questions and determine the attitudes of the participants during interviews, a
researcher's journal was maintained.
During the process and review of data collection, anomalies were anticipated to occur. A
significant volume of raw data was obtained in qualitative research, leading to inconsistencies in
the data collection and analysis process (Stake, 1995). The process of collecting data was
influenced by the ability of the researcher to gather information (Yin, 2009). This field of
researchers tested the interview questions and conducted interviews with seven volunteers who
were not invited to participate in the study until performing this study, collecting data, and

87
maintaining a journal. This comprehensive effort minimized the risk of errors by researchers.
Interview questions were tested for language sensitivity and the capability to obtain desired
details (Stake, 1995). Accuracy of accounts, coding and use of the Atlas.ti platform had
limitations related to the data analysis process.
Interviews were audio-recorded, transcribed, and returned to the interviewees to search
for accuracy in order to mitigate the negative effects of these limitations. It was tested using
Atlas.ti, while practice coding was done by hand. I practiced usage of Atlas.ti. and was evaluated
by an outside source to assess my competence at using Atlas.ti to code, prior to coding of raw
data. However, Atlas.ti was chosen as it provides greater flexibility in analysis and data output.
Nonetheless, learning to utilize Atlas.ti was a valuable tool. These strategies were used to
address limitations and delimitations found within this study.
Trustworthiness
In this qualitative single case study, several methods were employed to affirm the
trustworthiness of the research procedures and results. Guba and Lincoln (1985) have defined
four qualitative research criteria that support the trustworthiness of a study's results. The four
criteria that were addressed to support the trustworthiness of the results in this study included
credibility, transferability, dependability, and confirmability. Merriam (2009) claimed that there
are many ways in which participants perceive a case and how they make sense and understand
their experiences. Generally, as the primary instrument of the study, the researcher must uncover
the "complexities of human behavior" and "present a holistic interpretation of what is happening
(p. 215). I used an expert panel for validation of researcher created interview and questionnaire
questions. Field testing of interview and questionnaire questions with seven people was also
completed. Further, I piloted interview and questionnaire questions with three people. Although I
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could not be fully unbiased, methods were employed to improve the trustworthiness of the
findings.
Credibility
Lincoln and Guba (1985) purports credibility reflects the extent to which the findings of
the study reflect the believable and trustworthy experiences of the participants. Credibility
requires thick descriptions in order to transfer findings to another context or individual (Lincoln
& Guba, 1985). As such, to generate thick, rich descriptions of the case, it can be done by
aligning the interview questions with the theories and literature cited in this study. Credibility
can be viewed as the findings' "truth" (Lincoln & Guba, 1985), which can be assessed using
multiple strategies designed to increase the findings' credibility.
Additionally, member checking is another technique that was used to improve the
credibility of the data presented (Lincoln & Guba, 1985; Merriam, 2009). The use of the six
steps of thematic analysis was used to thoroughly analyze data. I conducted open coding across
and within the population; this included the participants' data reviewed independently and
reviewed across all participants to be compared. Further, I promoted trust with participants by
reminding participants of their rights during the interviews, being sensitive in language, and
empathetic. In addition, it was essential to build a rapport with participants by asking rapportbuilding questions in the interview and questionnaire.
Transferability
Transferability can be defined as the degree to which qualitative research results can be
extended or generalized to people of the same population (Lincoln & Guba, 1985). Merriam
(2009) argued that a rich description should be given by the researcher so that the reader can
connect the results to their situation. Transferability requires thick and descriptive data, and
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reliable results for future studies (Lincoln & Guba, 1985). As the researcher, it was important to
present a detailed description of the sample documenting who was and was not be included in the
study. Further, it was a bounded study that resulted in sufficient documentation. According to
Lincoln and Guba (1985), transferability depends on the researcher's capability to produce thick
descriptions of the case that may be comprehensive across the same population.
Dependability
Dependability is essential to trustworthiness because it determines if the study's findings
are constant and repeatable. According to Lincoln and Guba (1985), dependability means that the
findings are consistent and may be repeated. A way to increase the dependability of a qualitative
study was to incorporate an audit trail of data collection (Lincoln & Guba, 1985). In addition, I
created an audit trail process by keeping documentation of the data collection and analysis
procedures performed.
Confirmability
In a qualitative study, confirmability pertains to the neutrality of the researcher
conducting the study, including the exclusion of researcher bias (Lincoln & Guba, 1987). For
this study, confirmability was used to increase the audit trail of coding and thought process. In
addition to the audit trail of coding, there was an iterative process for reviewing data by reading
transcripts and listening to recordings. Methodological triangulation was used to corroborate
findings to increase confirmability.
Researcher as Instrument
I am a 45-year-old Black male special education administrator. I have been an educator
for the last 17 years. I have worked as a paraprofessional, teacher, special education teacher, and
assistant principal. As an assistant principal, I took the opportunity to be an influential figure for
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the whole school as well as for the community and all its stakeholders. This includes creating
professional learning communities and providing resources focused on culturally responsiveness.
I have never seen my experience less than a major opportunity and my career's greatest
responsibility to date. As an African American male administrator in relation to self and system,
I have the knowledge, dedication, and experience to be a change agent. As the researcher, I am
the primary research instrument that allows me to have a relationship with Black male students
who are disproportionate in special education. As a Black male, I can connect to their gender,
race, and struggles, which shapes my constructivist positionality. Growing up, I was challenged
with reading issues that almost had me placed into special education. However, that changed
with the support of my teachers and mother. Their willingness to support and not give up on me
contributed to my success today. So, knowing Black males are disproportionality placed in
special education evokes my sympathy.
Through my lens as a Black male, fear of failure has been a constant feeling because of
my race and gender. The expectations for Black males are high. I knew I did not want to be the
man society has all too often measured as unproductive, ignorant, financially uninformed, or
criminal. Solorzano and Yosso (2000) suggested critical race methodology in education offers a
way of understanding Black experiences along the educational pipeline. So as a guided mission, I
felt like I had to work harder and be smarter to have an opportunity. I can relate to the issues
Black male students encounter due to their race and gender.
Although this case study will examine the experiences of others, I will need to balance
my own interests and experiences, so my research agenda clearly address the research questions.
In no way can my story be generalized for all Black male administrators. Ultimately, my goal is
to help find ways to address the disproportionately of African American males in special
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education. As an African American male administrator, I am able to evoke some of the change.
One of the implications of this study is to bring about awareness will fuel a level of
consciousness among people of all races and gender. The worldview I will be bringing to this
study is that some people infer certain biases based on the perceptions they draw from certain
experiences, whether implicit or explicit. As a result, if there are biases, I assert that individuals
begin to develop personal theories about the learning abilities of Black male students. As such,
this study will seek to also explain and/or understand how these perceptions influence decisions
that are made as part of the multi-disciplinary evaluation team members. While it is not
formalized or testing theory, I can assert some generalizations that occur for individuals based on
their personal beliefs and socially constructed experiences.
Worldview
Qualitative research is an important resource to learn more about our lives, and about the
world we live in. “The relationship between the researcher and what and who are being studied is
another area that can be discussed to shore up the validity of one’s study” (Merriam & Grenier,
2019, p. 26). Researchers are often called upon to express and justify their subjective
perspectives, assumptions, worldviews, and theoretical orientation to the research in journal
articles.
The worldview framework that the researcher will bring to this study is constructivism.
Constructivism is “an approach to learning that holds that people actively construct or make their
own knowledge and that reality is determined by the experiences of the learner” (Elliott et al.,
2000, p. 256). Constructivism is a paradigmatic view that aligns with my philosophy as a
researcher. Constructivism involves a variation of intellectual traditions concerned with the
social, subjective, cognitive, technological, and linguistic processes involved in the structure of
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lay and scientific knowledge (Glaser, 2012). Research and write-up deliberations for my
proposal fluctuate considerably depending on the nature of the case study research that is
eventually to be happening. Epistemological thoughts need to be taken into consideration for the
cultured understanding of any research results; however, often disregarded, as in the practice of
results from various case studies and opinion polls.
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Chapter 4: Findings
Introduction
The study was designed to evaluate the perceptions of the implementation of Positive
Behaviors Intervention Support (PBIS), Response-to-Intervention (RTI), and Multi-tiered
Systems of Supports (MTSS), as perceived by members of the multidisciplinary evaluation team
(MET) members. The topic for this research was derived from a gap in literature left by
DeMatthews and Knight (2019), as extensive literature review revealed no studies exploring how
MET members perceive the implementation and outcomes of MTSS based on the perceptions of
multiple stakeholders. Therefore, in order to address this gap, the present study explored MET
members, including administrators, special education teachers (SET), general education teachers
(GET), school counselors, and school psychologists, perceptions of MTSS, in order to provide
recommendations for improving the disproportionate representation of Black males in special
education.
A qualitative, descriptive single-case study was chosen to conduct this research. This
chapter is organized around the two research questions of the study. Two research questions
emerged from the literature were:
RQ1: How do multi-disciplinary evaluation team members understand and perceive the daily
implementation of PBIS, RtI, and Multi-tiered Systems of Supports?
RQ2: How do multi-disciplinary evaluation team members perceive the outcomes of
implementing PBIS, RtI, and Multi-tiered Systems of Supports in terms of Black
male students in special education?
Each research question is presented with the corresponding data obtained from semi-structured
individual interviews, questionnaires, and researchers' journals in order to present the results and

94
findings. Thematic analysis was used to interpret the raw data after data collection. Data were
coded manually and Atlas.ti was used to verify the results of manual coding. Triangulation was
conducted for reliability and validity.
In order to present the results and conclusions, each research question is presented with
the corresponding data collected from semi-structured individual interviews asking open-ended
questions, questionnaires, and researchers’ journal. Thematic analysis was used to interpret the
resulting data after performing the study. Data were manually coded and Atlas.ti was used after
manual coding to verify the results of coding. For reliability and validity, triangulation was
conducted.
This chapter provides a comprehensive summary of the study. The chapter is divided into
four sections, including Descriptive Data, Data Analysis Procedures, Results, and Summary.
Additionally, the Results section is subdivided into subsections to answer the research questions
and demonstrate how the themes were found during thematic analysis.
Descriptive Findings
This qualitative, descriptive single case study relied on the input from seven veteran MET
participants. All participants met this study’ eligibility criteria. Participants included seven fulltime, veteran and tenured school personnel including two administrators, one SET, one GET, one
school psychologists, and two counselors. Each participant had at least five years of experience
and was employed in an urban high school setting, as defined in Chapter One, in a southeastern
part of the United States. These participants all worked with students at the high school level
serving students aged 13-21 attending public school.
All participants actively serve as a MET member in a high school located within the
larger, urban public school district. The sample included six female participants and one male
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participant. The ages of the participants ranged from early forties to mid-sixties. Taken together,
the participants had an average of 20 years (M=20) of teaching experience.
All participants hold Bachelor’s degrees, although six hold advanced degrees exceeding
Master’s level coursework while one participant held only a Bachelor’s degree. Four participants
hold an Educational Specialist (Ed.S.) certification. An Educational Specialist is a specialist in
education that focused on a specific educational theory to study; the certification reflects
education completed beyond a Master’s degree. Additionally, there was one Doctor of Education
(Ed.D.) and one Doctor of Philosophy (Ph.D.) among the participants.
The levels of education of the participants varied and are shown in Figure 1.
Additionally, Table 2 presents the years of experience in education for each participant as well as
the number of years each participant has served as a MET member, years within their current
school building, and years in special education. The years of experience for each participant in
their current position is depicted in Figure 1.
Table 2
Participant Pseudonyms
Name
Kelsey
Clarkston
Clayton
CareBear
Griffin
Harris
Ju Perry

Ed.
BA
Ed.S
Ph.D
Ed.S
Ed.D
Ed.S
Ed.S

Yrs Exp
22
21
21
20
19
21
24

Yrs MET
2
21
9
20
21
20
24

Yrs in Bldg
7
2
3
16
n/a
6
n/a

Yrs in Sp. Ed.
0
21
21
20
19
14
24
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Figure 1
Participants’ Years of Experience

Years of experience
30
24

25

22

21
19

Years

20

20

24

21

15
10
5
0
Coach Kelsey Dr. Clayton

Dr. Griffin

Mrs.
CareBear

Dr. Clayton Mrs. Harris Mrs. Ju Perry

In addition to total years of experience in education, participants were asked about the
number of years they have been working at their current school. For the entire sample, the
average was 6.1 years. One participant reported being at their current school for only two years
while the longest tenure noted was 16 years in the same building. These participants are
employed in a county located in the southeastern region of the U.S. that supports English
language learners, serves students of varying socio-economic statuses, and educates students
with a variety of disabilities. In addition, all participants work in a public high school that
educate Black male students being served in special education. A summary of each individual
participant’s background follows, and participants are being referred to by their assigned
pseudonym.
Coach Kelsey
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Coach Kelsey is a Black male general education math teacher with 22 years of experience
in his respective position. Coach Kelsey obtained his Bachelor’s degree in Secondary Education.
As a general education teacher, Coach Kelsey has played a pivotal role in the implementation of
MTSS framework at his school. Coach Kelsey has experience with being on the leadership and
implementation team. He is responsible for making sure structures and processes are in place for
students that are on Tier 2 and Tier 3 levels of the RTI process. Coach Kelsey provides his
expertise to co-teachers through strong reflection and support of students on all tiers.
Mrs. Clarkston
Mrs. Clarkston is a Black female with 21 years of experience serving in a large urban
school district as a guidance counselor and member of the MET. Mrs. Clarkston is the head
cousleor and serves as the chair for the Student Support Team (SST) process. In her school, she
facilitates most trainings on 504s, SST, and RtI. Mrs. Clarkston was motivited to pursue her
current position because she wants all students to have a fair schooling experience. Her first hand
witnessing of bias and oververrepresentation of Black males encouraged her to become a school
gudiance counselor. She provides students with academic, carreer, and social emotional support.
Mrs. Clarkston feels that her skill set and passion will bring about change.
Dr. Clayton
Dr. Clayton is a Black female special education teacher who has taught students with
disabilites for 23 years. She has taught in self-contained and resource classes as well as co-taught
classes for which there was a special education teacher and general education teacher working
collboratively to deliver instruction. Her role as a MET decision maker has been extenisive. She
shared that she served as the Special Education Representative within her building.
Ms. CareBear
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Mrs. CareBear is a Black female school counselor with 20 years of experience. She
reported her experiences working with students with disabilities has been rewarding. Her role in
MET decision making is that she attends meetings to review the students’ schedules, current
grades, transcripts, and diploma types in addition to reporting concerns she is aware of and
providing recommendations towards the students’ academic progess and process (i.e., course
offerings or remediation/enrichment opportunites).
Dr. Griffin
Dr. Griffin is a Black female assistant principal in an urban high school. She has been a
part of the decision making process as a MET member for 19 years. She has served students with
disabilities in multiple capacities including but not limited to special education teacher,
instructional support teacher, SST/504 Chair, Administrator of Students with Disabilities. Her
role is to ensure the decision-making process is implemented with fidelity and integrity as well
as created structures for success. She attended meetings and assisted the team in making the best
decisions for scholars based on attendance, academic, behavior, and course progression data. She
created the MTSS plan and shared it with the core team. The plan included, but it not limited to
specific Tier1, Tier 2, and Tier 3 best practices.
Mrs. Harris
Mrs. Harris is a Black female principal that has been in the field of education for 24
years. Her experiences with working with students with disabilities has been extensive. She has
been a classroom teacher, case manager, special education administrator, and school counselor.
Mrs. Harris’ specific role includes providing oversight, starting conversations, collaboration, data
collecting and recording the IEP meeting. Her involvement as a MET member also consists of
her typically, restating her experiences, reviewing the results from data, observations and
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feedback from team members, and sometimes requesting the team to reconvene after specific
considerations are not met.
Mrs. Ju Perry
Mrs. Ju Perry is a Black female school psychologist with over 24 years of experiences
working with students with disabilities in public education. As a school psychologist, her
experiences include whole group and individual student observations in the classroom or other
school settings; consulting with parents, teachers and students; and conducting comprehensive
psychoeducational evaluations. Her role regarding MET decision making is to present
information on students’ cognitive, academic, and behavioral strengths and weaknesses based
upon a comprehensive evaluation of the student following direct observations and consultations
with the student’s parents/guardians and teachers. The information that she presents is used to
determine whether the student’s profile appears to be characteristic of a disability or whether the
student’s issues can be addressed by modifications in the regular education program.
The next section will discuss the steps undertaken for data collection. Data sources
included semi-structured individual interviews with each of the seven participants,
questionnaires completed by each participant, and a researcher’s journal. Data collection
occurred over the course of two weeks and the researcher’s journal was maintained throughout
the course of these two weeks of data collection.
Data Collection
After IRB approval was granted from Kennesaw State University, I distributed a memo to
potential participants inviting them to participate in the study. The Informed Consent document
was attached for which potential participants were asked to read and verify their eligibility for
participation prior to signing and returning to me. The Informed Consent documented how the
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participants may contact me to proceed with participation in the study. Once I received an email
from a potential participant, I emailed the participants to ask if they had any questions regarding
the Informed Consent document. After the potential participants were identified, I confirmed
their eligibility status and requested that they electronically sign the Informed Consent document
and send the signed document back to me.
Upon receipt of the signed Informed Consent document, I contacted participants via
email and telephone to schedule the semi-structured individual interview with each participant.
Participants were informed that the semi-structured individual interviews would be held using
Zoom, a teleconference platform, due to ongoing safety concerns resulting from COVID-19.
Once the participant and I agreed on a time and day for the interview, participants were emailed
an invitation to participate in the Zoom teleconference, the link to access their individual Zoom
meeting, and a link to access the online questionnaire. Additionally, a copy of the questionnaire
in a Word document was attached to the email. Participants were asked to review the questions
on the questionnaire, ask me any questions they had about the questionnaire, and complete the
questionnaire in advance of their scheduled semi-structured individual interview. Participants
were sent a reminder email of their upcoming semi-structured individual interview three days in
advance of the interview. No participant asked any question about the questionnaire and all
participants attended their semi-structured individual interview at their scheduled date and time.
Prior to the start of each semi-structured individual interview, I asked participants if they
would consent to the interview being electronically audio-recorded through the Zoom
teleconference platform. The purpose of the audio-recording was explained to them, which was
to ensure the accuracy of participant responses and validity of the interviews. Participants all
provided expressed verbal consent to the audio-recording of their interview and were asked the
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same question a second time once I began the audio-recording to ensure the verbal consent of
participants to have their interview recorded was captured.
At the start of each interview, I reminded participants of their rights, including their right
to withdraw from the study for any reason and at any time. Participants were reassured that their
responses would remain anonymous, as they would be assigned a pseudonym to conceal their
identity. Further, participants were notified that any identifiable information provided during the
interview or questionnaire would be redacted to safeguard the identity of the participants and
anyone else identified during the interview process. Participants were informed on how the
researcher would, in the event of a participant’s decision to withdraw, all collected raw data
would be destroyed. I asked participants if they understood their rights and if they had any
questions. No participants asked any questions or expressed any concerns.
I had constructed an interview protocol. Per the interview protocol, the interviews also
began with a short introduction outlining the purpose of the interview and covering some of the
key information pertaining to the study (Appendix C). Participants were asked if they understood
the information that was explained to them. I informed participants that I would be transcribing
their interview and would be asking them to review a copy of their transcript to ensure the
accuracy of the transcript. During this review, participants were allowed an opportunity to clarify
or expand upon information presented. Participants were also informed that they would be given
seven days to confirm the accuracy of the transcript in advance of my proceeding with data
analysis and failure to respond to the request would be interpreted as a confirmation that the
transcript is accurate and I would advance into data analysis.
The interviews ranged from 30 to 45 minutes in length with the average interview being
37 minutes. The expectation was that the duration of each interview would be at least 30
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minutes. The variations in length may be attributed to the elaboration of participants and the
sharing of stories that were provided to help explain participant responses and offer additional
insight and depth during the interview. Throughout the interview process, participants were
asked to expand upon their responses, offer additional insight into their perceptive, provide
examples or stories to illustrate their experiences, and answer probing questions to elicit greater
detail and depth into their experiences and perceptions about the case. The case explored was the
implementation of PBIS, RTI, and MTSS to address the overrepresentation of Black male
students in special education.
During each interview, I recorded field notes in the researcher’s journal documenting
participant non-verbal responses to questions including facial expressions, visible actions,
behaviors, and mannerisms; pauses during answering; changes in intonation; notes about
participants’ responses; and thoughts that led to additional probing. Following the completion of
each interview, I recorded overarching ideas and thoughts pertaining to each interview, reflected
upon the content provided, and recorded notes about content in relation to findings from current
literature. Additionally, I reflected upon how each interview went and how I perceived
participants’ responses. I added to the researcher’s journal during data analysis by documenting
steps taken to analyze the raw data.
I utilized SurveyMonkey for the online questionnaire. Participants were asked to
complete the questionnaire in advance of their individual interview. Two participants did not
complete the questionnaire prior to their interview and were sent a reminder email to complete
the questionnaire every two days until the participant had completed the questionnaire.
I uploaded the audio files from each interview into Otter.ai, an online closed captioning
and transcription service provider, to transcribe the interviews. While Otter used AI to transcribe,
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I went through each transcription, listened to the audio recording through the Otter program, and
made corrections to the transcriptions to ensure each transcription was accurate. This process
took one full week to complete.
Once the transcripts were complete and verified for accuracy, I emailed each participant
their respective transcript and requested participants review the transcript and confirm the
accuracy of their transcript. This step was part of member checking in which each participant
verified their responses. Participants were allowed to make additional comments and provide
clarification to statements made if they felt there was a need to amend the transcription.
Participants were given three days to confirm the accuracy of their transcript or offer changes. If
participants failed to respond within the three days, I would proceed with data analysis. No
participant reported the need to make changes and all confirmed the accuracy of their transcript.
Participants were sent an email 24 hours later to inform them that I was proceeding with data
analysis and thanked them again for their participation.
The combination of data resulted in a total of 49 pages of raw data in single spaced Times
New Roman 12pt font. Each interview produced more than three pages of transcribed data from
each participant. The interviews produced a total of 210 minutes or three and a half hours’ worth
of raw data that generated 29 pages of transcribed data. The researcher’s journal also produced
10 pages of data while the questionnaire responses resulted in 10 pages.
Data Analysis Procedures
The purpose of this qualitative, descriptive single-case study was to explore the
perceptions of a MET that include an administrator, counselor, school psychologist, SET, and
GET regarding the implementation of PBIS, RTI, and MTSS in an urban high school located in a
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southeastern state in the United States. Two research questions were chosen to fulfill the purpose
of the study and are listed below.
RQ1: How do multi-disciplinary evaluation team members understand and perceive the daily
implementation of PBIS, RtI, and Multi-tiered Systems of Supports?
RQ2: How do multi-disciplinary evaluation team members perceive the outcomes of
implementing PBIS, RtI, and Multi-tiered Systems of Supports in terms of Black
male students in special education?
A qualitative, descriptive, single case study was chosen to acquire the necessary data to
answer the questions and address the study's purpose while fully exploring the phenomenon
regarding the implementation of PBIS, RTI, and MTSS. The study relied on three data sources,
namely semi-structured interviews, questionnaires, and a researchers’ journal consistent with
qualitative data sources recommended by Yin (2009), Patton (2015), and Stake (1995). I relied
on the six steps of thematic analysis outlined by Braun and Clarke (2006) to analyze the raw
data. The thematic analysis procedures are shown in Figure 2 along with activities that
corresponded with each of the six steps.
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Figure 2
Braun and Clarke’s (2006) Six Steps of Thematic Analysis
• Familiarzing oneself with the data
Step 1 • Transcription review, listening to recordings, comprehensive data review
• Generating initial codes
Step 2 • Data collation & reduction, open hand coding, axial coding
• Searching for themes
Step 3 • Overall theme search and development, thematic mapping
• Revising Themes
Step 4 • Confirming themes
• Defining and naming themes
Step 5 • Review of literature, terminology alignment, final analysis and final themes
• Producing the report
Step 6 • Narrative accounts, capture meaning, presenting findings

This above figure shows the six thematic analysis steps and some of the core components
involved in each step. In order to better interpret the data and correctly represent the findings, the
six steps of thematic analysis by Braun and Clarke (2006) were followed. The steps include: (a)
familiarizing oneself with the data; (b) generating initial codes; (c) searching for themes; (d)
revising themes; (e) defining and naming themes; and (f) producing the report (Patton, 2002;
Braun & Clarke, 2006). To define, mark, categorize, and explain the phenomenon, open coding,
often referred to as initial coding, was used. Axial coding was used to compress and merge likecodes to better present the findings and remove unnecessary codes. In addition, to separate,
distinguish, condense, and remove codes, open and axial coding were both necessary to select
the most appropriate codes to describe the phenomenon and answer the research questions (Yin,
2009). I conducted open coding by hand as well as utilized a commonly used qualitative software
analysis computer program, Atlas.ti, to confirm the results of the open coding.
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I analyzed data across and within the population during the thematic analysis. This was
accomplished by first comparing how each participant individually responded to questions asked
across the data sources, then comparing all participants’ responses to each question, and finally
by comparing how each group of participants responded to each question asked. I also conducted
methodological triangulation of the three sources by comparing participant responses and journal
entry notes across the data sources evaluating for consistencies in responses across data sources,
assessing for anomalies and potential errors, and confirming the reliability of the responses. Yin
(2018) contends this added step of methodological triangulation increases the reliability and
validity of the data. Activities undertaken during each individual thematic analysis steps are
described below.
Step 1: Familiarizing Oneself with the Data
To become familiar with the data, I engaged in the transcription process for each
interview, which allowed me to become intimately familiar with all facets of the interview. The
initial transcriptions were done using Otter.ai that generated an automatic transcription of each
interview that I then manually edited. I listened to each interview, previewed what was autotranscribed by Otter.ai, made corrections to the text, and confirmed the transcript accurately
captured what participants shared through listening to each transcription again while reading the
transcript.
In addition to manually correcting the auto-generated transcripts, I also maintained a
researcher journal. I typed a reflection into the researcher's journal within one hour of completing
each interview. Information documented included a reflection of the interview as well as
additional observations, biases, comparisons to other interviews, and relationships with previous
literature (Yin, 2009). Although this was not specifically part of the thematic analysis process,
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since I reviewed previous entries after every additional entry, it contributed to the familiarization
with the data. I read through each entry made following the verification of each interview
transcript. Additionally, I reviewed the participants’ responses to the online questionnaire they
completed.
Since the first step is to become familiar with the data, I made a point of reviewing each
data source at least three times. This process involved compiling all transcripts into a single
Word document, combining all questionnaire responses into a single Word document, and
accessing my electronically maintained journal already in its own Word document. I read
through each transcript, all questionnaire responses, and notes made in the researcher’s journal.
Following a thorough review of data, I compiled all raw data into a single Word document that
was then used throughout the remaining steps of thematic analysis.
Step 2: Generating Initial Codes
The second step of thematic analysis was the generation of initial codes, this process was
conducted by hand and verified using Atlas.ti. I printed out all raw data in Black ink and
performed manual hand coding using a yellow highlighter. With all raw data in hand, I read
through and identified excerpts of text that were meaningful and related to the purpose of the
study and contributed to the answering of the research questions. I conducted an initial review of
all raw data looking for information specific to the implementation of PBIS, RTI, and MTSS as
described by each participant. Next, I assessed for the outcomes of the implementation of these
support services to Black male students served in special education. I used a pencil to make notes
in the margins on the printed pages of raw data that documented my thoughts about what was
communicated by participants during the interviews, shared on the questionnaire, and from the
researcher’s journal.
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I continued open hand coding by reviewing through all the excerpts I highlighted as well
as the notes made in the margins. I began simplifying the meaning of the raw data and assigning
sections initial codes in which the essence of what participants shared were given a distinct
value. Following the completion of hand coding, I uploaded the interview transcripts and
questionnaire responses to Atlas.tito verify the findings of the open coding. Using Atlas.ti, I was
able to extract segments of the raw data that aligned with the research questions, phenomenon,
and purpose of the study. Atlas.ti was essential in breaking up these large excerpts of raw data
into small segments that could be easily compared and contrasted (Silver & Lewins, 2014).
Further, the program allowed me to assess frequencies of select words and phrases used by
participants within and across the two data sources (transcripts and questionnaire responses).
From the steps of open hand coding and the use of Atlas.ti, I identified the presence of an
average of five codes per identified pattern.
Table 3 below provides a sample of the coding that was conducted manually. The table
depicts open codes assigned to excerpts from the raw data as well as the pattern I determined
appropriate based on the code assigned and the content and context of the excerpt. Appendix E
presents a more comprehensive table of the coding process.
Table 3
Sample of Coding Process
Open Code
1. Balance
2. More time out there
3. Stress
4. Requirements
5. Overrepresentation

Pattern
1.
2.
3.
4.
5.

Inadequate time
Inadequate
Resources
Pressure
Implementation
Overrepresentation

Excerpt from Data
1. Teachers are trying to balance a way not to
lose the students that are on Tier 1.
2. I just think there’s more out there that can
help students that are doing well.
3. RTI tends to stress teachers out.
4. It’s more documentation than remediation
going on
5. They are being overrepresented.
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Open coding was essential for establishing keywords and phrases used by participants to
describe the phenomenon and answer the research questions. Since this was just open coding,
some of the codes were refined. Additionally, I performed axial coding, which involved the
merging and compressing codes as well as removing unnecessary or redundant codes that
resulted from the open coding process. During axial coding, codes were also divided into
dominant and supplementary groups, which assisted in determining patterns and themes.
Table 4 depicts the results of axial coding in addition to the number of participants that
used the code. For example, there were three of seven participants that noted elements of “time,”
including “finding time,” “having time,” “some time,” and “time.” Thus, the uses of these
original codes were compressed into a single code of “Time,” as they all pertain to the concept of
time. While not every code was used by every participant, these codes were deemed essential in
understanding the phenomenon and answering the research questions, as they contribute to our
understanding of the implementation of PBIS, RTI, and MTSS and the impact on Black male
students served in special education as it pertains to overrepresentation.
Table 4
Results of Axial Coding
Codes

Number of Participants that used Code

Find Time + Having Time + Some Time + Time = Time

3

Balance + Willing = Ability

3

Resources + More Out There + Services = Resources

3

Support personnel + RTI specialist = Personnel

3

Young Black boys + Black boys = Black boys

5

Overrepresented + Labeling = Prejudices

4

Parents + Home + Household = Parental influence

3

Labeled + Not Necessary = Labeling

4

The use of three data sources, the primary source of which was interviews, allowed
triangulation. With the printed out transcripts, questionnaire responses, and journal entries, I
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compared the participants’ responses to the interview questions to their questionnaire responses
and to the researchers notes, and then compared responses to the interview questions and
questionnaire responses across the population per interview and questionnaire question. I also
compared across the three sources of data holistically looking for similarities and differences
across the data sources and across participants. Consistencies in data were revealed by the results
obtained by evaluating the data across and within the population, validating the results recorded
in this analysis. In addition, triangulation improved the reliability of the analysis, as all three
sources were congruent, without disclosure of irregularities or conflicting data. Thematic
analysis was an appropriate tool, as it allowed answering the research questions, with themes that
uncovered a sound, cyclical pattern.
It was during step two of thematic analysis that I acknowledged the meeting of data
saturation. Based on participant responses to the interview questions and questionnaire questions,
it was evident that participants’ perceptions and descriptions of the implementation of PBIS,
RTI, and MTSS were comparable. There were enough similarities present to contend that
interviewing more MET members would not yield new data. Further, diversity existed within the
raw data based on the perceptions of the MET members, as the participants were a heterogenous
group of MET members with their own unique understanding of PBIS, RTI, and MTSS as well
as their own individual roles they serve as a MET member. At the conclusion of this second step
of thematic analysis, I determined no additional interviews, no follow-up interviews, and no
additional questionnaire distribution would be needed to describe the phenomenon or answer the
research questions.
Step 3: Searching for Themes
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Using the codes as a reference, the third step of Braun and Clarke’s (2006) thematic
analysis was initiated. I relied on the results of open and axial coding to determine relevant data.
Using these codes and the corresponding raw data excerpts that led to the codes, I went through
the single Word document containing all raw data, identified the excerpts of importance, copied
those excerpts, noted the participant’s pseudonym at the end of the quote/passage, and pasted
that excerpt into a new Word document. This process was completed until each essential excerpt
from across the three data sources were compiled into a single Word document. I printed out this
Word document single-sided after having added space between each quote/textual excerpt.
With all pages of these essential passages printed, I cut the paper into strips to where each
excerpt became a type of passage strip. I marked each passage strip with its corresponding code
and used these passage strips to construct a thematic map of the excerpts and their codes. In the
process of creating the thematic map, I identified patterns of codes based on their context and in
relation to the research questions and purpose of this study. Further, I classified the patterns into
themes and named each theme and corresponding pattern. Coded excerpts were organized
underneath of each pattern with patterns organized by theme to create a visual hierarchy of
content beginning at the top with the theme branching into corresponding patterns and then the
codes that support the patterns that align with the themes.
Thematic mapping led to the creation of 11 patterns. The 11 patterns are listed below in
Table 5 as well as the frequency that these patterns were discussed and found within the raw
data. For example, “implementation” appeared within the raw data a total of 20 times. The
determination of frequency was based on how often participants explicitly discussed the
implementation approaches for PBIS, RTI, and/or MTSS within the raw data.

112
Table 5
Frequencies of Code Words
Code

Frequency

Successful Implementation

20

Intervention Time and Timing

15

Implementation Necessities

12

Training

15

Time

10

Resources and Personnel

10

Pressure on Teachers

15

Overrepresentation

10

Prejudice

10

Unmet needs
Parental Influences

10
10

This process of creating a thematic map allowed me to fully organize the raw data and
identify themes from within the raw data. The process was replicated in Atlas.ti to corroborate
the manual work I conducted. Prior to advancing to the fourth step of thematic analysis, I
arranged all passage strips into a logical order for presentation and ultimately prepared the raw
data for the final step of thematic analysis, writing the report and presenting the findings.
Step 4: Reviewing Themes
The fourth step of thematic analysis, revising themes, was initiated once the themes were
identified. In this stage, the objective was to assess the consistency of the themes and decide if
the data supported the themes. In addition, I assessed the relationship of the themes to the study's
overarching conceptual structure and checked the correlation with the intent of the study (Yin,
2009). It was determined that there were enough codes and passage excerpts that generated the
codes to support each proposed pattern and that each pattern aligned with their assigned themes.
The researcher considered the relationship between the themes, patterns, and codes and
determined no additional changes were necessary.

113
Step 5: Defining and Naming Themes
The identification of the relation between the codes and the themes started with the
process of identifying themes (Braun & Clarke, 2006). At this phase, I performed a final review
of all previous stages of thematic analysis, performed a completion check, assessed for
consistency, and confirmed accuracy of themes. I verified the use of naming conventions used in
the themes was consistent with terms used in current literature. The final names of the themes,
patterns, and codes were determined at this stage. All raw data was prepared for the writing
process. I relied on the construction of the passage excerpts and thematic map created in order to
report the findings of this study.
Step 6: Writing the Report
I initiated the sixth and final phase of the thematic analysis by Braun and Clarke (2006),
which is the writing of the report. I relied on the textual evidence from within the raw data to
present the findings of this study. The emphasis in qualitative research is to give participants’
voice (Patton, 2015), thus, the emphasis during the writing of the report was to illustrate the
essence of participants’ perceptions and descriptions relying heavily on the voices of
participants. I incorporated visuals to support the findings and organize the results section.
Use of Thematic Analysis
Qualitative researchers commonly rely on thematic analysis to analyze qualitative data
(Braun & Clarke, 2006). The six steps of thematic analysis by Braun and Clarke (2006) provided
an efficient method for defining, analyzing, and reporting themes contained within the data and
for answering the research questions (Braun & Clarke, 2006). The how questions asked and
answered in this study pertained to perceptions; thus, it was essential to select a methodology,
design, and data analysis procedures that would fully evaluate large quantities of data
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documenting participants’ perceptions of a phenomenon. It was determined that thematic
analysis would be most efficient at fully analyzing data and making meaning of participants’
responses.
Validity and Reliability
To improve the validity and reliability of this study, several techniques were
implemented. The focus was on internal validity and reliability, as this was a qualitative study in
which reliability, trustworthiness, and transferability are emphasized as opposed to other forms
of validity (e.g., construct, criterion, face, and content) and generalizability. I used external and
internal means to increase the validity and reliability of this study in order to establish
transferability, reliability, replication, and transferability (Yin, 2009). Through the use of many
methods in the construction and implementation of data collection and analysis procedures, the
internal validity of this study was enhanced. I maintained a researcher’s journal in which biases
were documented as well as all steps of thematic analysis, which enhances the internal validity
and reliability of the study through the creation of an audit trail (Guest et al., 2014).
In addition, to enhance the validity of the study, decisions were taken about the
methodology and research design. In planning for thematic analysis, as outlined by Braun and
Clarke (2006), as well as in designing the research questions and interview questions (Yin,
2009), I conducted a thorough literature review. The interview and questionnaire questions were
evaluated by an expert panel of researchers and professionals prior to my performing fieldtesting with educational professionals that volunteered to test the interview and questionnaire
questions. Five total participants, a school principal, SET, GET, counselor, and a school
psychologist were involved in the field testing, consistent with approaches for validating
qualitative data sources (Radhakrishna, 2007).
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I chose to use three data sources including semi-structured individual interviews, a
questionnaire, and a researcher's journal, to minimize the limitations of the qualitative case study
design. The three data sources were triangulated in this analysis to look for convergence between
multiple and distinct information sources to form themes (Yin, 2009). In addition, the
researcher's journal was used to improve the authenticity of the construct, while objectivity was
excluded from the study by the semi-structured interview questions. The three sources permitted
the investigator to retain a neutral position in the process of data collection, thereby increasing
the study's internal validity (Yin, 2009). The three data sources helped to create rigor and
generated a favorable amount of data that led to the determination that data saturation was met in
which it would be unlikely for additional data collection to result in the emergence of any new
findings or results.
The study's generalizability was dependent on the chosen case and the characteristics of
the participant. Participants from a particular county were chosen for participation. These
participants were vetted and had to meet certain inclusion criteria. The disclosure of participant
demographics and outlining of inclusionary criteria enhances the ability for replication and
increases the transferability of findings, as participants were comprised of a heterogenous
population (Radhakrishna, 2007).
Results
The section presents the summary of results. The results of this study are organized into
multiple sections based on the themes that emerged from the literature. Each section beings with
the theme, the patterns that correspond to the theme, and the codes that support the patterns and
theme. The themes of this study include Implementation Requirements, Inadequacies in
Implementation, and Racial Inequalities. The themes are divided into patterns that incorporate
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the codes that support the patterns and ultimately the themes. A conclusion summarizes the
findings for each theme and specifies how the theme contributed to the answering of one or both
research questions.
Implementation Requirements
The first theme, Implementation Requirements, includes three patterns. The patterns
include “Successful Implementation,” “Intervention Timing,” and “Implementation Necessities”
as depicted in Figure 3. Figure 4 depicts which participants contributed to the theme as well as a
numeric representation of their contributions.
Figure 3
Participants’ Contributions to the Theme Implementation Requirements

Implementation Requirements
Successful
Implementation

Intervention Timing

Implementation
Necessities

Figure 4
Implementation Requirements Theme with Associated Pattern

12

Total Contributions to Theme per Participant

10
8
6
4
2
0
Coach Kesley Mrs. Clarkston Mrs. Ju Perry

Dr. Clayton Mrs. CareBear

Dr. Griffin

Mrs. Harris

As depicted in Figure 4, each of the seven participants contributed to the creation of the
Implementation Requirements theme. Participants all reported on how PBIS, RTI, and/or MTSS
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are implemented within their school building in the county as well as their involvement in the
implementation process. Based on the participant responses to the interview questions and their
responses to the questionnaire questions, three patterns emerged. The patterns include the
“Successful Implementation” of PBIS, RTI, and/or MTSS, “Intervention Timing” referring to the
time necessary for implementation, as well as “Implementation Necessities” documenting what
efforts are required to implement these interventions with any degree of fidelity.
Several codes contributed to the formation of the Implementation Requirements theme.
The codes include “support,” “implementation,” “results of successful implementation,” and
“collaboration” in addition to “resources,” “time,” “personnel,” “parents,” and “team.” These
codes are reflective in the patterns that comprise this theme. Further, each pattern has additional
codes that lead to the creation of the patterns.
Successful Implementation. The pattern of "Successful Implementation" was developed
out of the need to place information pertaining to MET members’ perceptions and opinions they
shared regarding their ability to successfully implement PBIS, RTI, and/or MTSS. The
percentage of contributions to this pattern by each participant is represented in Figure 5. Some of
the codes associated with “Successful Implementation” included “implementation,” “goals,”
“guidelines,” “policies,” and “good” as well as “successful” and “fidelity.” When describing
“Successful Implementation” and effective implementation, participant responses differed, which
may be attributed to the varying roles participants’ serve as MET members.
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Figure 5
Participants’ Contributions to the Pattern Successful Implementation
Successful Implementation
Coach Kelsey
21%
Dr. Griffin
25%

Dr. Claytom
12%

Mrs. CareBear
15%
Mrs. Ju Perry
3%

Mrs. Harris
12%
Mrs. Clarkston
12%

Mrs. Harris responded to the questionnaire question asking, “What are your perceptions
regarding the equity in decision-making in terms of minority populations?” and explained,
“Implementation of state guidelines are general, districts employ a wide range of protocols and
processes with good intentions.” The understanding of the implementation of PBIS, RTI, and
MTSS is that these interventions are governed by the state and that local districts operate under
the guidelines passed down by the state, but the implementation of these interventions, supports,
and services would vary across districts and schools. Districts determine the protocols and
processes, thus making the decisions on rollout and implementation. Therefore, Successful
Implementation may be contingent upon the actual implementation development plans and
support at the school and district level with minimal state involvement and oversight. Based on
Mrs. Harris’ response, it is evident that these interventions have good intentions, but there is a
lack of fundamental elements, uniformity, or consistency that one would consider necessary to
evaluate the success of the supports and services.
During Mrs. Ju Perry’s interview, Mrs. Ju Perry also described the supports and services
stating, “One thing about any procedure process [is that] they are as good as the people who are
charged with implementing them.” Mrs. Ju Perry echoed the position of Mrs. Harris in that these
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supports, and services are understood to be procedures, guidelines, and protocols. The success of
these supports and services are thereby contingent upon the abilities of those implementing them.
I noted, in the researcher’s journal, how participants appeared more engaged in discussions
explaining their perceptions of successful implementation, especially when asked about their
recommendations to improve the implementation of supports and services. I documented how
some participants became more expressive using hand gestures when presenting
recommendations and altered their rate of speech. These variations in body language may be
reflective of their support for PBIS, RTI, and MTSS or concerns involving the implementation
based on their current and previous experiences.
In discussing the process and procedures pertaining to PBIS, RTI, and MTSS, Dr. Griffin
explained, “Some people believe that a process, you know, does not work and is not, you know,
designed to work for everyone. I perceive it as a process that works for every child, for every
child and for our scholars.” Dr. Griffin’s position reflected the belief that not only are PBIS, RTI,
and MTSS procedures, but that their successful implementation depends on the held perceptions
of all those responsible for their implementation. Mrs. Harris shared, “So with anything new that
you’re implementing, I think one of the biggest things that we have to get is a buy-in and the
buy-in from the stakeholders.” Thus, for any intervention to be successful in its implementation
and ability to produce resounding results depends on the ability to motivate staff, get the buy-in
and belief in the effectiveness and value of the procedures/practices, and offer the necessary
support to those implementing the strategies to ensure their success.
In explaining how the implementation of PBIS, RTI, and MTSS can be successful, Coach
Kelsey explained that there is a necessity for MET members to make “sure that teachers read
them [504 plans] and understand what’s going on with students.” Further, Coach Kelsey noted
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how “there’s a balance that needs to be had” because of the amount of work associated with
implementation including paperwork. The concerns noted by Coach Kelsey about the need for
teacher understanding and a balance in workload lends to the goals of the interventions, whether
staff have faith in the process, are committed to the successful implementation, and if the
guidelines, policies, and procedures are clearly explained to all staff membered involved.
Dr. Clayton also spoke to the amount of documentation but found that the documentation
served as a means of accountability. In terms of paperwork and documentation, Dr. Clayton
explained the necessity for continually evaluating student performance by “constantly measuring
and getting progress monitoring data points” that allow MET members “to see if our [MET
members’] strategies are working.” These data points are then used to “go back and look at
additional support that student[s] may need” (Dr. Clayton). The input from Coach Kelsey and
Dr. Clayton both point to the need for ensuring all staff members are aware of the expectations,
respect the need for documentation, understand the use of data, and commit to the steps
necessary to ensure successful implementation of supports and services. Mrs. Ju Perry also noted
the necessity for commitment from all members in order for services and supports to be
implemented with “fidelity.”
Part of the implementation process of PBIS, RTI, and MTSS are special education
meetings in which MET members get together to meet with the parents of the students being
served in special education. MET members, as explained by Mrs. Clarkston, “sit around and talk
about how we [MET members] can help this student.” Mrs. Clarkston shared how parents attend
meetings with MET members in which they enter a room “and all you see around a table is our
teachers and administrators [who are there] to talk about your one student or your one child,” and
this is part of the PBIS, RTI, and MTSS process. The need for buy-in, as noted by Mrs. Harris,
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extends to the parents, as parental influence was determined to be a contributing factor in the
success of the implementation. Mrs. Ju Perry shared the value of parental involvement and
emphasized that as a MET member, you have “to make sure that they [parents] are serious about
doing what they need to do to implement these things” in collaboration with the teachers and
school-building MET members.
Since not every MET member provides the same type of service or has the same role in
the delivery of PBIS, RTI, and MTSS, collaboration and communication are essential. Dr.
Griffin, as an administrator, spoke to the role of administrators in the implementation process.
Dr. Griffin shared that the services and supports can and are being “implemented with fidelity.”
However, Dr. Griffin explained how there are certain needs that must be met to ensure those
supports and services are implemented with fidelity. One thing Dr. Griffin suggested, to promote
successful implementation, is making sure that each principal has “carved out [time] in your
master schedule to actually implement an effective MTSS.” Thus, successful implementation
requires time “in addition to the regular curriculum.” Additionally, teachers require support and
resources for them to be successful, which were needs noted by all seven participants.
Successful implementation, based on participant answers to the interview questions and
questionnaire responses can be oversimplified to the influence, actions, and behaviors of
personnel. There is a need for staff buy-in to implement the supports and services effectively,
personnel to assist in the implementation process, involvement of all MET members, support and
understanding of all staff members, and collaboration and communication amongst all decisionmakers and MET members. In addition to people, there was a noted need for additional resources
(Mrs. Ju Perry), training (Mrs. Harris), time within the school day (Dr. Griffin), and parental
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involvement (Mrs. Clarkston). These recommendations yield what MET members would
consider essential for the successful implementation of PBIS, RTI, and MTSS.
Intervention Timing. In order for successful implementation of PBIS, RTI, and MTSS,
there must be adequate time integrated into the schedule to allow for the delivery of services and
the timing that services are provided are also relevant in the success of PBIS, RTI, and MTSS.
The pattern of “Intervention Timing” emerged as a result of participant responses pertaining to
the implementation of PBIS, RTI, and MTSS as well as when these supports, and services are
most beneficial to students. As such, some of the codes used to support this pattern include
“time,” “effort,” “factors,” “invest,” and “elementary school.” These codes reflect the
requirements for implementation noted by participants in the answers to the semi-structured
individual interview questions and in participant responses to the questionnaire questions. The
percentage of contributions to this pattern by each participant is represented in Figure 6.
Figure 6
Participants’ Contributions to the Pattern Intervention Timing
Intervention Timing
Coach Kelsey
20%

Dr. Griffin
23%
Dr. Clayton
15%

Mrs. CareBear
15%
Mrs. Ju Perry
3%
Mrs. Harris
12%
Mrs. Clarkston
12%

In terms of time related to the implementation of PBIS, RTI, and MTSS, there was
intervention time referring to time expended to implement the supports and strategies and timing,
which references when these supports, and services should be provided. Participants expressed
the need for time to implement the supports and services and discussed when these supports and
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services should be implemented to produce the best results. It was decided to present both of
these points within a single pattern under the theme Implementation Requirements. Both time
and timing are specific to implementation and refer to intervention time in terms of time devoted
to implementation but also when it is best to implement these supports and strategies. All
participants contributed to the discussion of time spent executing PBIS, RTI, and MTSS within
their buildings.
Coach Kelsey, when discussing the needs associated with the implementation of supports
and services, articled that “you have to make a conservative effort to make time to help these
students” and continued to emphasize the need to “be able to have a one-on-one time or some
small group time with them.” In describing the necessity for allocating time to students, Coach
Kelsey explained how giving students time is essential for allowing “them that you do care and
to be able to help them on what they’re struggling with.” Thus, there is an expectation that for
implementation of PBIS, RTI, and/or MTSS requires time at the individual level or small group
level depending on the situation and individual needs of the students. In serving the special
education students, Coach Kelsey emphasized that the additional time requirements do not need
to be daily, but they do need to be often and noticeable to the students that you are available to
support them with whatever their needs may be at the time.
The need-to-know students and devote that individual time to learning about them was
echoed by Mrs. Clarkston. Mrs. Clarkston, in her work as a counselor, expressed the necessity to
expend the effort and time to do what is best for the students. Mrs. Clarkston stated, “I would
like to stress that we, as educators, MUST, as hard and even time consuming this could be, stop
and think before we place students in boxes that they may not belong in” when responding to the
sixth questionnaire question asking participants to contribute any other relevant information
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about the topic. Her sentiment about the necessity to invest time into learning about students and
implementing the supports and services was present in her interview responses as well.
Mrs. Clarkston, in sharing her experiences in supporting special education students,
described how she has committed time to students and their families “inside and outside of the
school [day].” Mrs. Clarkston, echoing the sentiment of Coach Kelsey, highlighted the necessity
for communication with parents and students, which means time has to be either integrated into
the school day or she has to conduct school business during afterhours to ensure the students’
needs are met in accordance with the PBIS, RTI, and MTSS supports and services. Further, Mrs.
Clarkston described her experiences with data collection, as the process of “gathering the
information, helping the teachers to gather the information, [and] walking the teachers through
what types of information they need” was part of her job, but also required time to do. In serving
students that are second language learners and students receiving special education services, Mrs.
Clarkston shared how she has had to serve as the “liaison” between the teacher and the student in
order to meet the students’ needs. Thus, to implement these supports and services, there is a
necessity to have enough time allocated to meet the needs of these students.
Mrs. Clarkston, also in the questionnaire, explained how there are a “number of educators
[who] DO NOT KNOW OUR BABIES” referring to how teachers do not always take the time to
“understand just how the socioeconomics” and other factors of the students affect their
behaviors. The decision of Mrs. Clarkston to utilize caps lock to report on how educators do not
know their students re-enforces the necessity for teachers to invest in learning about their
students on a personal level, especially when these teachers are the ones charged with
implementing supports and services. The responses of Mrs. Clarkston and Mrs. CareBear are
especially concerning considering all participants have expressed the sentiment that it “takes a
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village,” as Mrs. Clarkston shared, in that each member involved in the implementation of PBIS,
RTI, and MTSS must be committed to their work and invest time into implementing these
supports and strategies successfully.
The documentation component of PBIS, RTI, and MTSS also are a factor in terms of
scheduling and time allocations. All participants remarked on the time necessary for completing
paperwork as well as the need to adjust their schedules to accommodate the paperwork aspects of
implementation as well as the providing of individual services to students. As Mrs. Ju Perry
inferred, there is a considerable deal of collaboration and communication that occurs as part of
the implementation of PBIS, RTI, and MTSS, which requires time. Mrs. Ju Perry explained, “I
have been involved with PBIS. And, you know, I’ve been working very closely with the
counselors and some of the teachers who [are] on that, on that team.” As a school psychologist,
she serves as a member of the MET and offers her expertise and consults with teachers, parents,
and students, so there must be time within a school day for these personnel to fulfill their roles.
Dr. Clayton also expressed the degree of time necessary to devote to the implementation
of PBIS, RTI, and MTSS. According to Dr. Clayton, “If a student is not doing well, the core, the
core curriculum, rather than just letting them continue to experience failure, you know,
collectively we think about what supports are needed in the classroom to help them.” The
process of recognizing student needs involves the collection of data and, as Dr. Clayton
described, involves “constantly measuring and getting progress monitoring data points” for the
purpose of devising appropriate strategies to implement that would improve student
performance. This task of documentation and paperwork aligns with the role of Mrs. Clarkston
regarding team meetings to discuss student progress, consultations with staff, and helping
teachers complete their paperwork.
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Mrs. Ju Perry also contended that implementation is contingent upon teachers that are “a
lot more serious and willing to put in the time that needs to be put in for the supports,” which
depends on the teachers’ “level of commitment.” While Mrs. Ju Perry works to provide teaches
with supports, they need to be successful in serving students, Mrs. Ju Perry offered a unique
perspective into the timing of what interventions should be implemented. Mrs. Ju Perry, based on
her employment background, identified the necessity to initiate services and supports at a young
age, especially in an effort to reduce the overrepresentation of students in special education. Mrs.
Ju Perry stated that the identification of disabilities needs to occur in elementary school, or as
soon as possible, to avoid “letting them go year after year” without services. Early identification,
therefore, would ensure students receive “the sort of support and instruction and interventions
they need early on, rather than trying to do something later on because, you know, the later you
wait the must harder it is [to catch up on schoolwork and learning].”
Coach Kelsey also supported the notion to implement interventions, such as PBIS, RTI,
and/or MTSS in elementary schools. In responding to the interview question about
recommendations in terms of reducing any perceived overrepresentation of students in special
education, Coach Kelsey suggested, “we have to start with these students early and not label
these students early. And start the RTI process early.” Coach Kelsey attested that elementary
schools are beginning to implement some of these interventions and give students “time to
remediate some skills.” However, more is needed in terms of early interventions in order for
there to be a positive reduction in the overrepresentation of a certain population of students in
special education.
In addition to implementing interventions at an early age and within elementary schools
to prevent ongoing overrepresentation, Mrs. CareBear discussed her perceptions of equity in
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decision-making in terms of minority populations within the questionnaire and spoke about time.
According to Mrs. CareBear, there are instances in which educators do not “want to take the time
to delve into the socio-economic factors that may be affecting a students’ learning and behavior.”
While this position overlaps with other patterns, it also contributes to the time necessary for the
implementation of supports and services for students with disabilities and being served in special
education. Teachers that do not wish to invest their time in understanding the situations of their
students jeopardize the success of the interventions, supports, and strategies they are
implementing.
During Mrs. CareBear’s interview, she shared even more about the impact of time and
timing on the implementation of PBIS, RTI, and/or MTSS for students. Mrs. CareBear shared,
“A lot of times, they [parents of students], especially on the high school level, they [parents]
realize their children may have had some achievement gaps and learning deficits along the way.”
While Mrs. CareBear acknowledged that it is not too late to provide strategies to support the
students and their parents, a lot of time has been lost in supporting students when the diagnosis
or acknowledgement is overlooked for years. This is particularly evident when Mrs. CareBear
shared how some students, “come to use in ninth grade, and they’re still on a maybe fourth or
fifth grade reading level,” which means that there are significant gaps in education leaving little
time for high school staff members to close that achievement gap.
From the researcher’s journal and field notes taken during the semi-structured individual
interviews, it was evident that the participants shared a deep commitment to the students they
serve. The questions asked that contributed to the creation of this pattern pertained to how they
perceive the implementation of the supports and services, how they are meeting their intended
purpose in serving students’ needs, and how the implementation of these supports and services
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could be improved upon. Contained within the researcher’s journal are field notes documenting
how participants, when sharing their perceptions about how the services and supports were being
implemented, paused prior to responding, looked away from the screen, and took additional time
to formulate their responses than when answering questions about their backgrounds and
experiences. There were also noticeable changes in facial expressions with many participants
exhibiting a more serious look when talking about implementation and their perceptions of
implementation, especially as it pertained to meeting the needs of the students.
From participant responses to the interview questions and answers to the questionnaire
questions, it is evident that time is essential for the implementation of PBIS, RTI, and MTSS.
Teachers must invest time into learning about their students and how the lives of the students
affect their behaviors, actions, decisions, and academic performance while informing on their
needs that the school is charged with meeting. Further, there is the time commitment into
paperwork completion (Coach Kelsey), creating a master schedule that integrates time for
implementing the interventions (Dr. Griffin), and time for collaboration and communication
amongst all MET members including parents (Mrs. Clarkston). In addition to allocating time for
implementation within the school day, reserving time to meet student needs, and initiating
interventions early on (elementary school), there are additional implementation necessities
required to ensure successful implementation of PBIS, RTI, and MTSS.
Implementation Necessities. The theme Implementation Requirements includes the
pattern of “Implementation Necessities,” considering the actual process for implementing PBIS,
RTI, and MTSS requires specific allocations, resources, personnel, and training. Codes that
contributed to the pattern “Implementation Necessities” includes “resources,” “personnel,”
“time,” training,” and “support.” The contributions from each participant to the development of
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this pattern are presented below in Figure 7. It is evident from Figure 7 that most participants
contributed equally to the development of this pattern, although the distribution of contributions
may vary based on the role of participants and their experience with PBIS, RTI, and MTSS.
Figure 7
Participants’ Contributions to the Pattern Implementation Necessities
Implementation Necesities
Coach Kelsey
21%
Dr. Griffin
25%
Dr. Claytom
12%

Mrs. CareBear
15%
Mrs. Ju Perry
3%
Mrs. Harris
12%
Mrs. Clarkston
12%

Based on the interview transcriptions and questionnaire responses, there are specific
aspects, or implementation necessities, that must be in place in order for successful
implementation of PBIS, RTI, and/or MTSS. These essentials include resources and personnel,
time, training, and support, which often overlap. While resources could be broadened to
incorporate physical and human resources, it was determined that resources should remain a
unique facet of the needs of staff for implementation purposes. Additionally, training and support
could have been merged. However, the context at which participants presented these aspects of
implementation warranted the decision to keep them distinct.
In serving students and their families, Mrs. Harris identified the need for resources that
can be shared with and provided to these individuals as well as supports stating, “it's resources
and supports that we know the families need.” In an effort to provide students with resources and
supports, Mrs. Harris spoke of how she would “go beyond” to provide opportunities for these
students and give them options and exposure to things that they would otherwise be without.
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While the resources mentioned by Mrs. Harris were not specific to the implementation of PBIS,
RTI, or MTSS, the resources did pertain to meeting the students where they are and giving them
opportunities that would allow them to expand their current level of understanding and extend
their education through meaningful experiences and opportunities. These opportunities are
consistent with the intentions of teachers and staff members implementing supports and services
for students with disabilities, as it is their intentions to give students chances and options that
allow them to grow as learners and individuals.
Mrs. Ju Perry also noted the need for resources with regard to the implementation of
PBIS, RTI, and MTSS. When discussing recommendations for reducing perceived
overrepresentations of students in special education, Mrs. Ju Perry contended there are “a lot
more support[s] at the state level” and that there is the need to ensure “that the schools have the
resources that they really need to address the need of, you know, students who are having
significant academic and behavior problems.” Based on Mrs. Ju Perry’s assertation, there are
resource deficits at the school-level that may impede the implementation of supports and services
to students with disabilities.
Dr. Griffin, on the questionnaire, expressed the need to have a diverse set of resources
that can meet the needs of all students rather than apply a one-size-fits-all approach to
interventions and supports. Dr. Griffin stated, “Equity involves providing a scholar what he or
she needs to succeed and not necessarily giving every child the same resources at the same
time”. While this answer was in response to a question about their perceptions regarding the
equity in decision-making in terms of minority populations, there is still a recognition that
resources must be available to all students and that not all students should have the same
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resources. Thus, there is an acknowledgement that students need different resources to be
successful.
In terms of human resources, Coach Kelsey noted how, “in order for this [PBIS, RTI,
and/or MTSS] to be successful, these students are going to need access to someone who can
meet their needs on a consistent basis.” Coach Kelsey also expressed the need for students to
have an adult to whom they can seek out for support and “get the assistance that they need.”
Thus, there is a need for human resources, in terms of personnel or staff, that can attend to the
needs of individual students when implementing supports and services for special education
students. Mrs. Clarkston also spoke of the need for human resources in terms of the need for RTI
specialists available to support staff.
Mrs. CareBear expressed the need for additional personnel stating, “I think we definitely
need more support personnel in the building to implement on some of these strategies and
programs.” Ideally, Mrs. CareBear would want to see these additional support personnel
providing “different strategies” and supporting a “specific group” of students with support while
implementing PBIS, RTI, and/or MTSS. When explaining how she felt about the ability of the
supports and services at meeting the students’ needs, Mrs. CareBear shared, “The idea is good,
but just getting the personnel to execute those ideas would be beneficial.” While it was not
explicitly stated that there was a deficit in personnel, it is apparent that support personnel are
essential for improving the implementation process and producing the greatest gains from the
supports and services. Mrs. Harris also acknowledged the need and influence of support
personnel on the implementation of PBIS, RtI, and MTSS noting how their involvement is
crucial in the successful implementation of these supports and services.
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Mrs. CareBear, during her interview, explained how she perceived the actual
implementation of these supports and services saying, “I think we have a lot of people that want
to do the job with fidelity. But the issue again, sometimes is, it’s not a separate job. It’s always a
job piled on to another main job that someone is doing.” In other words, the implementation is an
additional expectation for staff in addition to all of the other demands placed on them. When
considering successful implementation, the recommendation is to increase the number of
personnel allocated to the actual implementation. All participants mentioned the need for
sufficient personnel within their interview as well as the influence of personal on the
implementation process, which were also reflected in the questionnaire responses of all seven
participants.
Time is also essential for the implementation of any support or service, as time was
heavily discussed during participant interviews in relation to the implementation of PBIS, RtI,
and MTSS. Participants discussed time in relation to documentation, planning, collaborative
meetings, data collecting, and commitment to providing individual time with students. Thus,
time is an integral aspect of PBIS, RtI, and MTSS. Since time was already presented at length,
time is acknowledged here as another crucial element for successful implementation.
Training and support are other key aspects of PBIS, RtI, and MTSS that were identified
within the raw data. Without explicitly stating training, Coach Kelsey referenced the need to help
teachers understand their roles and RtI. Meanwhile, Mrs. Ju Perry recommended ongoing inservice provided to personnel for which in-service is a term commonly used to refer to training
provided to school personnel.
On the questionnaire, Dr. Clayton recommended that “some members in the decisionmaking process would benefit from some training that addresses equity in education.” While the
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call for training was specific to equity, the supports and services (PBIS, RtI, and MTSS) are
employed to help reduce the overrepresentation of students in special education. Thus, training in
understanding educational equity would still apply to the implementation of supports and
services intended to serve students with disabilities and reduce instances of over- or
underrepresentation of students in special education.
Mrs. Harris, on the questionnaire, expressed her hope “that educators and educational
agencies can somehow create training” that can be used to support students with disabilities but
also address overrepresentation of students. While Mrs. Harris’ call for training centered on
advancing policies on student disability identification, it aligns with the implementation of PBIS,
RtI, and MTSS, as MET members are responsible for diagnosing students and determining what
supports and services are needed for each student. If, through training on student behaviors,
diagnoses, and identification of disabilities, advancements can be made to improve the supports
and services offered and improve the implementation of PBIS, RtI, and MTSS already in use
today.
Support was also an identified need for successful implementation. Mrs. Clarkston
documented her role in providing teachers with support on how to perform certain duties
associated with the implementation of PBIS, RtI, and MTSS. In addition to staff support, Mrs.
Clarkston spoke of parental support in the process and implementation of strategies designed to
improve student outcomes. Dr. Griffin also noted the need for support among personnel to ensure
all staff members involved in the implementation process for PBIS, RtI, and/or MTSS felt
empowered and capable of implementing these supports and services with fidelity. The notion of
support also encompasses collaboration, as all participants acknowledged the contributions of all

134
team members citing collaboration, communication, meetings, and input in decision-making to
be crucial during the decision-making process and during implementation.
Conclusion and Connection to the Research Questions. The theme, Implementation
Requirements, contributes to the answering of the first research question asking: How do multidisciplinary evaluation team members understand and perceive the daily implementation of
PBIS, RtI, and Multi-Tiered Systems of Supports? Based on participant responses to the
questionnaire questions, answers to the semi-structured individual interview questions, field
notes, and the researcher’s journal, it is apparent that the perceptions of MET members differ
regarding their perceptions and understandings of the daily implementation of these supports and
services. Collectively, all participants believe in the possibilities of PBIS, RtI, and MTSS, given
all conditions are met in order to implement these supports and services with fidelity.
Regarding daily implementation, participants communicated the necessity for adequate
time to collect and analyze data, train teachers, consult with staff members, hold meetings, and
work individually with students as well as incorporating the involvement of their parents.
According to Mrs. Clarkston, “it takes a village” to successfully implement PBIS, RtI, and/or
MTSS. There is a communal recognition for collaboration, communication, teacher buy-in,
accountability, and commitment as well as time that must be invested into meeting the needs of
individual students. It is understood that, through teamwork and commitment, PBIS, RtI, and
MTSS can be successful in meeting the needs of students.
The perceptions held by each participant varied. The differences amongst their
perceptions may be attributed to their differing roles as a MET member and their responsibilities
as well as their level of involvement. Administrators are less involved in the daily
implementation practices, despite how they are equal partners in the decision-making and have a
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vested interest in the success of these supports and services. However, counselors, SET, GET,
and school psychologists implement more of the daily work necessary to implement these
supports and services with fidelity. It is understood that all participants, each of whom are a
MET member, consider their opinions, expertise, and contributions to be valued and respected,
as noted in responses to the questionnaires. While the MET members that participated in this
study serve in different capacities and have differing roles and levels of involvement, there
remains a general consensus that the daily implementation of PBIS, RtI, and/or MTSS within
their building are being done with fidelity and by staff members committed to student success.
Inadequacies in Implementation
The theme Inadequacies in Implementation emerged from within the raw data. While
participants reported that successful implementation of PBIS, RtI, and/or MTSS, depending on
which supports and services are used within their building, there were noted concerns and
hindrances to effective implementation. Within the raw data, there were four implementation
necessities that were identified as inadequate that led to the formation of four patterns including
“Training,” “Time,” “Resources and Personnel,” and “Pressure on Teachers.” “Pressure on
Teachers” was identified as a related pattern to the theme Inadequacies in Implementation, as
pressure and stress experienced by teachers were found to be the result of the inadequacies
within the implementation process. Figure 8 depicts the theme and patterns while Figure 9 shows
participants’ contributions to the theme.
Figure 8
Inadequacies in Implementation Theme with Associated Patterns

Training

Inadequacies in Implementation
Resources and
Time
Personnel
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Figure 9
Participants’ Contributions to the Theme Inadequacies in Implementation

Total Contributions to Theme per Participant
12
10
8
6
4
2
0
Coach Kesley Mrs. Clarkston Mrs. Ju Perry

Dr. Clayton Mrs. CareBear

Dr. Griffin

Mrs. Harris

Training. The participants in this study communicated specific challenges to
implementation, as the district and school aim to serve every student through RTI, PBIS, and
MTSS. For successful implementation of PBIS, RTI, and MTSS, participants noted the necessity
for appropriate training to ensure these supports and serves are implemented with fidelity. While
one participant, Dr. Clayton, did not directly contribute to training needs, the degree of
contribution from other participants are depicted in Figure 10. Codes that contributed to the
development of the pattern “Training” included “understand,” “prepare,” “train,” “helping,” and
“teaching.”
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Figure 10
Participants’ Contributions to the Pattern Training

Training
Coach Kelsey
20%
Dr. Griffin
12%
Dr. Clayton
11%

Mrs. CareBear
14%
Mrs. Ju Perry
14%
Mrs. Harris
17%
Mrs. Clarkston
12%

In order to increase the buy-in of teachers and the expertise of those assigned to provide
supports and services, it is critical to ensure these teachers and staff members are well trained
and capable of implementing PBIS, RTI, and/or MTSS. The need for training and ongoing
support was echoed across participants. Training is especially essential considering the noted
implementation necessities to effectively utilize PBIS, RTI, and MTSS.
Mrs. Ju Perry shared how, in her capacity as the school psychologist, she is involved in
“work[ing] closely together with teachers and parents to, you know, to make sure that they are
serious about doing what they need to do to implement these things [interventions, supports, and
services].” She also noted concerns with the process and while she recognized that the process
“does work very well when we actually put it into play,” the concern is how well staff members
understand the process and implement it effectively. This is evident, as Mrs. Ju Perry stated,
“sometimes these things happen a lot later than they should,” which means there was a lot of lost
instruction, even years worth of lost instruction, due to inadequacies within the process for
identifying students and then delivering the supports and services.
Mrs. Ju Perry stressed the importance of these services and supports explaining how
providing these kinds of help to students “sets them up for success in the classroom and it gives
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them a greater chance of actually graduating from high school.” However, when asked about
recommendations for ensuring these supports and services meet their intended outcomes, Mrs. Ju
Perry stressed the need for “in-services for teachers, you know, giving them some strategies, …
how to work with students, how to fit into extra time, how to differentiate instruction.” She
further emphasized the need to give teachers “regular in-service” to make sure teachers “feel a
little bit more comfortable about doing the things that need to be done” to ensure the supports
and services are effective.
In discussing the implementation of 504s including the delivery of PBIS, RTI, and
MTSS, Coach Kelsey shared how there is a need for staff members to make “sure that teachers
read them and understand what’s going on with students,” which alludes to the need for training.
Based on Coach Kelsey’s response to the interview question, it seems that not all teachers have
adequate training on recognizing and understanding the needs of students or implementing
educational plans, services, and supports to meet their needs. Coach Kelsey’s belief about the
implementation included the demands on teachers for documentation indicating that the actual
delivery of PBIS, RTI, and MTSS has become “more documentation than remediation.” This
aligns with Mrs. Ju Perry’s recommendation for training and in-service for teachers on how to
better allocate time to complete documentation and how to work with students.
Mrs. Clarkson’s perspective about the delivery of PBIS, RTI, and MTSS includes the
need for additional training for staff members. While Mrs. Clarkston did not explicitly mention
training, she did allude to the effects of working with undertrained staff members and teachers.
Notable, Mrs. Clarkston shared that her role includes “helping the teachers to gather the
information, walking the teachers through what type of information they need to gather to make
it [services and supports] be successful for students.” Therefore, it can be assumed that if
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teachers received more adequate training in the providing of PBIS, RTI, and MTSS as well as the
requirements to implement them with fidelity, she may be able to devote more of her time
supporting the students and parents instead of having to focus on “helping the teachers with
gather[ing] the information”. Mrs. Clarkston, like Coach Kelsey and Mrs. Ju Perry noted the
demand on teachers in terms of documentation and paperwork saying “I know teachers have a lot
[and] you have how many classes in a day with 32 plus kids in each class [that makes] stopping
to gather the information you need for this one student for RTI difficult.” Thus, training for
teachers and strategies on how to best deploy the services and supports while maintaining student
records appears necessary.
Mrs. Ju Perry’s recommendation for ongoing training and in-service on interventions
seems appropriate considering Dr. Clayton stated, “I was trained [on PBIS] about seven or eight
years ago to use it with a big focus on de-escalating inappropriate behavior” and went on to say,
“I don’t work as much with that” referring to the “RTI model.” Dr. Clayton shared that most of
the work performed is MTSS and the involvement of Dr. Clayton is “trying to decide if they’re
[the students] receiving the right amount of services.” While it is understandable that Dr. Clayton
may not be implementing PBIS or RTI, in an effort to provide services to students with
disabilities and ensure they receive the correct amount of services, remaining current on all
services and supports used within a building should be recommended unless the administrators
or district has decided to eliminate the use of a specific intervention. Dr. Clayton did not specify
if PBIS has been eliminated as an intervention, but did state, “I can say we use the, the PBIS,
particularly to try to de-escalate situations,” which implies that PBIS may still be used within the
district and in their building.
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There is also the need for training to support and improve the decision-making and
determination process for identifying students with disabilities. Mrs. CareBear shared a couple of
stories about instances of overrepresentation and overly diagnosing students with disabilities,
particularly ADHD, potentially due to a lack of training on the end of the teachers. According to
Mrs. CareBear, students have been referred to special education possibly because “the teacher
does [did] not know how to handle that student” and how, within the process, students may be
referred because teachers do not “know how to handle this type” of behavior. While there are
other facets to Mrs. CareBear’s stories about student referrals, her statements do infer that
teachers lack training in implementing supports and services that could be applied to all students,
such as PBIS, RTI, and MTSS, including students not diagnosed with a disability. This position
of these interventions being applicable to all students is supported by Coach Kelsey who stated,
“I feel that PBIS should be something for all students, and not just the ones with the undesirable
behaviors” but could be used to help “with managing different behaviors in the educational
setting.” Thus, it teachers were provided training in the use of these interventions, there may be a
reduction in the referrals to special education but also underlines the fact that teachers are
undertrained in PBIS, RTI, and MTSS.
Coach Kelsey, in providing recommendations about producing the intended outcomes of
PBIS, RTI, and MTSS included, in the response, “Probably more training.” This statement was
preceded by an explanation about how, if RTI specialists can work individually with students in
classes “in conjunction with, um, things that teachers can do, that I think that will help the RTI
process.” However, this would require RTI specialists, collaboration with teachers on the
process, and training for specialists and teachers to implement this strategy effectively. Further,
regarding PBIS, Coach Kelsey stated, “I just think we just got to keep exploring and seeing what
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PBIS actually should look like,” which suggests that PBIS is not yet understood. The lack of
knowledge about PBIS may be attributed to inadequate training in implementing PBIS with
fidelity, since participants already noted the need for additional training in each intervention.
Dr. Griffin’s explanation about PBIS, RTI, and MTSS, providing during the interview,
reflected a need for additional training to better understand the importance and effectiveness of
these interventions and supports. Dr. Griffin shared, “I don’t believe that everyone shares the
same beliefs about students and what they can and cannot do. … Some people believe that a
process, you know, does not work and is not … designed to work for everyone.” Further, Dr.
Griffin stated, “They [staff members] may not have the support that they need for it [these
interventions] to work successfully,” which aligns with Dr. Griffin’s belief that teachers are not
provided with enough support and practice necessary to make these interventions work for
everyone. This sentiment reflects the need for additional training for teachers to ensure “they’re
practiced” and have the “support that they need” for the interventions to be implemented with
success for all students.
The pattern of “Training” under the theme of Inadequacies in Implementation captures
inadequacies in training provided to teachers as well as other MET members. As Mrs. Harris
explained on the questionnaire, “some educators sometimes lack the ability to support students”
and their lack of ability stems from a lack of training or “mandates that can solicit some level of
integrity” to improve the support students receive. The “training” topics noted by participants
included training on the interventions (PBIS, RTI, and MTSS) as well as training on how to
improve their practices to implement these interventions with greater fidelity resulting in
improved student performance. It also encompasses the need for ongoing training, support,
collaboration, and communication. However, through improving the training of teachers and
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their abilities to implement these interventions, some MET members may be able to spend a
greater amount of their time delivering interventions rather than supplementing the work of
teachers that are ill-prepared to provide these supports and services. While I noted that
participants were all reluctant to express discontentment with implementation practices,
evidenced by providing rationale for the existence of inadequacies in implementation, there is a
need to improve the training provided to all MET members to enhance the delivery of PBIS,
RTI, and MTSS that would ultimately increase their efficiency and meet the needs of students.
Time. While time was identified as an essential necessity in the implementation of PBIS,
RTI, and MTSS, participants communicated how time was limited during the school day for
them to believe the full potential of PBIS, RTI, and MTSS can be realized. There were several
codes that contributed to the pattern of “Time” under the Inadequacies in Implementation theme
including “find time,” “commitment,” “meeting,” “implementing,” and “needs.” These codes
coincided with how participants described their experiences with implementing PBIS, RTI, and
MTSS as well as their recommendations on improving the implementation of these supports and
services. The responses from the semi-structured individual interviews and questionnaire
responses were compared, and both data sources reflected the value of time and how time during
the school day is inadequate to ensure implementation with fidelity, based on current
implementation practices. Figure 11 presents the participants’ contributions to this theme.
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Figure 11
Participants’ Contributions to the Pattern Time

Time
Coach Kelsey
30%
Dr. Griffin
30%

Mrs. Clarkston
10%

Mrs. CareBear
10%
Mrs. Ju Perry
10%
Mrs. Harris
10%

Time was presented as essential for the success of PBIS, RTI, and MTSS. However,
participants expressed concerns pertaining to time, particularly the inadequate time provided to
be effective at supporting special education students. This section presents on elements of time
participants noted throughout their interviews and on their questionnaires.
Coach Kelsey, when describing how he felt about how the services and supports are
meeting their intended purpose, he explained that teachers “have to find time out [of their work
requirements] to meet with their Tier 2 or Tier 3 students.” The necessity to “find time” was
attributed to the amount “of paperwork, undesirable paperwork, that teachers don’t want to [do]”
because of the time it takes to complete the forms and document student performance. Coach
Kelsey further noted the need to “find a way to better manage the extra stuff,” when referencing
the completion of paperwork associated with RTI simply because of the time that must be
allocated to documentation. He recommended “some type of reconstruction or reorganization as
far as what teachers are expected to do,” recognizing that time is limited and RTI is a time
consuming support.
Mrs. Clarkston shared her concern about inadequacies in time for staff to effectively
implement supports and services. She recognized that “stopping to gather the information you
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need for this one student for RTI could be hard for a teacher,” because time is limited for
teachers to complete all of their required duties. When fulfilling her role as a MET member, Mrs.
Clarkston also explained her efforts at allocating sufficient time to meet the needs of her
students, but shared how successful implementation of RTI require the commitment of all
teachers and their active involvement in groups stating, “implementation of the RTI is that when
we get together, as a group, … [and] sit around and talk about how we can help this student.”
However, like Coach Kelsey mentioned, it is difficult to get staff to come together at the same
time to have meetings and discussions about students and Mrs. Clarkston noted how her
caseload, or number of students she serves, is high with schools now serving “real close to 2,000
students”. The feasibility of group meetings when caseloads are high, and time is not integrated
into the school day to meet regularly as a team.
In addition to team meetings noted by Mrs. Clarkston, Dr. Griffin contended,
“implementing interventions has to take place at a different time than normal instruction. It has
to be in addition to the regular, the regular curriculum.” However, the integration of time built
into the “master schedule to actually implement an effective MTSS” is contingent upon the
decisions of the administrators and what is feasible based on district and state guidelines.
Further, Dr. Griffin stated, “If you don’t make time for it, I don’t believe it’ll work,” meaning
that without time being allocated to the implementation of these supports and services, the
outcomes and potential would never be realized. According to Dr. Griffin, “the implementation
varies based on the support of the administration and based on the support of the principals of the
building.” While the buy-in from the administration can be classified under “resources,” instead
of time, administrators are the ones that have some authority to integrate time into the master
schedule to support successful implementation of PBIS, RTI, and/or MTSS.
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Mrs. Harris also elucidated the time commitment necessary to implement PBIS, RTI, and
MTSS. She shared, “there is constant feedback, follow up, and just making sure that all
components of what you’re trying to implement is really monitored to the degree so you can
have successful implementation.” As part of that process, there is a constant need for “remeeting, relooking at things, tweaking, and making sure that all parties are, you know, have the
same goal and objective.” Yet, to meet, time must be allocated, and Dr. Griffin and Coach
Kelsey contended that time is limited and must be “carved out” (Dr. Griffin) to make these
supports and services work for the students. As a result of limited time, MET members continue
working beyond the end of the workday providing after-school support and services, as noted by
Mrs. Clarkston.
The shortcomings and inadequacies in time was particularly identified by Mrs. CareBear.
According to Mrs. CareBear, “I feel like the needs [of students] are greater than some of the
services that we can provide.” Mrs. CareBear noted the “need [for] more support personnel in the
building to implement on some of these strategies and programs” because the implementation
process requires a considerable amount of time that is simply lacking in the school day. The
inadequacies in time contributed to Mrs. CareBear’s recommendation for “getting the personnel
to execute those ideas” because each of the MET members are “doing the best we [they] can, but
again, with all of our [their] responsibilities, sometimes we [they] can’t always meet as many
times as we [they would] like or even just follow up with teachers as much as we [they] could.”
While there is an overlap between inadequacies in personnel and time, Mrs. CareBear’s position
on implementation pertains to both time and personnel. Since the implementation of PBIS, RTI,
and MTSS requires a substantial time commitment on the part of all members, there is, thus, a
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need to either add personnel or revise the implementation processes to reduce the time
commitment.
In forming the plans for implementation, Mrs. Ju Perry explained her level of
involvement at the school level to revise and refine the implementation of PBIS. Mrs. Ju Perry
shared, “I’ve been working very closely with the counselors and some of the teachers who [are]
on that, on the team” for the purpose of “improving the discipline process” to promote learning.
Additionally, Mrs. Ju Perry serves on the “MTSS teams and the other teams that have a lot to do
with coming up with interventions to help students” and, as part of her role, offers her
“expertise” and provides consultations “with the teaches, the parents, and the students
themselves.” However, Mrs. Ju Perry noted how successful implementation cannot occur “when
you do not have a teacher who is a lot more serious and willing to put in the time that needs to be
put in for the supports.” While she acknowledges the need for time commitments, she also
recommended providing teachers support with “how to fit into [their day, the] extra time [for]
how to differentiate the classroom instruction.” Thus, Mrs. Ju Perry recognizes that teachers are
currently unaware or unable to adequately implement PBIS, RTI, and MTSS due to time
constraints.
The researcher’s journal included field notes about how participants responded to the
implementation needs and daily implementation practices during participant interviews. The
researcher documented how participants assumed a more somber tone when discussing what is
lacking within the current implementation models within their district. There was some
noticeable reluctance and pausing when forming answers to questions that would reflect
negatively on the implementation of PBIS, RTI, and MTSS. Participants openly acknowledged
the dedication of MET members and the work of all parties in implementing these supports and
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services, especially after expressing concerns about how time is inadequate and acknowledging
the struggles of staff members. It became apparent that participants truly believe in the value of
these supports and services, want the best for the students, and feel there are needs that must be
met, such as more time, in order for benefits of these interventions to be realized.
Resources and Personnel. The pattern “Resources and Personnel” emerged while
interviewing the participants and reviewing questionnaire responses. There were five codes that
support this pattern including “resources,” “support,” “personnel,” “help,” and “strategies.”
Figure 12 below presents the contributions, in percentages, made by each participant to the
formation of this pattern.
Figure 12
Participants’ Contributions to the Pattern Resources

Resources and Personnel
Coach Kelsey
18%
Dr. Griffin
19%
Mrs. Clarkston
9%

Mrs. CareBear
18%

Mrs. Ju Perry
18%
Mrs. Harris
18%

Participants expressed a need for additional resources, including human resources in the
form of support personnel. While it was noted that adequate personnel are essential for
successful implementation of PBIS, RTI, and MTSS within the Implementation Requirements
theme, inadequacies in resources and personnel were also reported by participants. Thus,
resources and personnel serve to ensure effective implementation and inadequate resources and
personnel can impede the delivery of supports and services.
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In describing the needs for successful implementation and reflecting upon daily
implementation of PBIS, RTI, and MTSS, Mrs. CareBear stated, “I think we definitely need
more support personnel in the building to implement on some of these strategies and programs.”
Mrs. CareBear went on to state, “I think if we had support personnel in the building, and their
focus was just, you know, implementing, um, you know, those different strategies, and that’s all
they … I think that would be more beneficial.” In context, Mrs. CareBear was explaining how
the addition of support personnel would greatly improve the delivery of services and supports,
especially considering the demands placed on teachers already and how Mrs. CareBear perceives
the implementation of these services and supports to be on job “thrown on top of another job.”
Thus, to reduce the stress on teachers to complete the necessary documentation associated with
these services and supports, additional resources, in the form of support personnel, would
improve the outcomes for students by ensuring services are rendered with fidelity.
Coach Kelsey also reflected on the inadequacies in support personal and the need for
additional resources. Coach Kelsey, when describing the implementation of RTI, shared how
having an RTI specialist support students in specific subject areas can support the teachers
working “in conjunction” with classroom teachers, which “will help the RTI process.” While
Coach Kelsey did not specific support personnel, the addition of specialists competent at
delivering RTI supports are essential to the success of RTI within classrooms.
With regard to resources, Coach Kelsey noted, “I just think there’s more out there that
can help the students that are actually doing well all the time with their behaviors and their
routines.” While Coach Kelsey identified how some students are successful and have made
improvements in their behaviors, academics, and performance, there are resources that are
missing at the school level that could better serve all students. This sentiment is echoed by Mrs.
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CareBear, as Mrs. CareBear states, “I feel like the needs [of students] are greater than some of
the services that we can provide.” While Mrs. CareBear did not explicitly indicate that more
resources are needed, it is inferred that schools lack either the resources or simply the services
necessary to fully meet the needs of all students. The inability to meet students’ needs directly
impacts student performance.
According to Mrs. Ju Perry, “There seems to be a lot more support at the state level.”
However, there needs to be a concerted effort at “making sure that the schools have the resources
that they really need to address the need of, you know, students who are having significant
academic and behavior problems.” Mrs. Ju Perry’s acknowledgement that resources are lacking
at the school level aligns with Mrs. CareBear’s and Coach Kelsey’s position about schools being
under resourced and without adequate personnel. However, Mrs. Ju Perry acknowledged the
existence of additional resources and supports at the state level that no other participant had
noted.
Dr. Griffin’s statement that “we have our students who fall through the cracks” also
indicates a shortage of resources and personnel. Even when MTSS are implemented within
buildings, Dr. Griffin noticed how schools “have those students who are just pushing
specialization” with parents requesting services and supports while other students are going
without. Dr. Griffin sees “RTI as being a proactive approach to making sure that we meet the
needs of our students” and using it as “an avenue to prevent that [push for special education]
from happening.” However, given students have fallen through the cracks and are not getting the
academic support services they require, it is evident that resources and/or personnel are lacking,
despite efforts by staff members. Dr. Griffin did attribute some failures with the implementation
of PBIS, RTI, and MTSS to staff members not sharing “the same beliefs about students and what
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they can and cannot do.” As such, “People get[ting] really stuck on the cannot and what kids
can’t do” may be the result of inadequate resources to meet the students’ needs and have their
performance reflect their capabilities or inadequate personnel supporting the students to ensure
students may academic and behavioral progress noticeable to all MET members.
In addition to possible inadequacies with resources and available personnel to support
MET members, Dr. Griffin cited the necessity for administrators or specialists in the building
that “can actually model the expectations” for MET members. Further, Dr. Griffin contended
schools need “to have someone there who can actually monitor, monitor the fidelity and integrity
of MTSS, which includes the PBS and RTI and the social-emotional learning.” Dr. Griffin went
on to say, “If you have someone who can actually provide feedback to teachers and actually got
them and [taught them] what it should look like and implement the interventions and making
sure the interventions actually match students’ deficits” then you are truly meeting the needs of
students. However, based on Dr. Griffin’s recommendations to ensure the interventions meet
their intended outcomes, it seems that not all administrators understand the complexities and
process associated with these services and supports. Thus, there is a need for additional resources
to train and educate principals to oversee the implementation of these interventions or additional
personnel that can provide the needed oversight and guidance.
While the pattern of resources and personnel falls within the theme of Inadequacies in
Implementation, Mrs. Harris provided insight into additional resources necessary to support
students through which the providing of these resources would positively affect the students
receiving PBIS, RTI, and MTSS. Mrs. Harris explained how students require “supports [that] are
not always within the realm of education, but it’s resources and supports that we [MET
members] know the families need.” The example Mrs. Harris gave about resources pertained to
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opportunities; opportunities for students to showcase their skills, be involved in activities that
build their confidence, and give them exposure to new things. In meeting student needs, Mrs.
Harris illustrated how schools must provide students with resources that extend beyond just what
can be provided in the classroom. These types of resources should be considered, especially
considering Dr. Griffin emphasized how teachers can inadvertently focus on what students
cannot do as opposed to what they can do, which negatively impacts the students’ learning
experiences and receipt of supports and services.
Unlike many of the other participants, Mrs. Harris emphasized the necessity for a holistic
approach to serving students as opposed to discussing the need for additional resources, aside
from those that pertain to opportunities, and personnel. Mrs. Harris not calling for additional
resources or identifying the need for additional personnel in the implementation of these services
presented as an outlier when compared to the responses of other participants to the interview and
questionnaire questions. The researcher noted this outlier in his researcher’s journal documenting
how all other participants either alluded to or explicitly stated that resources and personnel were
limited while Mrs. Harris framed implementation around collaboration amongst all MET
members including parents and providing holistic services and supports. This viewpoint
contrasted from the positions presented by other participants but is equally as noteworthy.
However, it should be noted that in the questionnaire completed by Mrs. Harris, Mrs. Harris did
state, “some educators sometimes lack the ability to support students individually,” which may
be interpreted to mean that additional resources are necessary to fully meet the needs of all
students.
Mrs. Clarkston did share Mrs. Harris’ commitment to serving students holistically noting
how she has “had to ask families and other teachers to help me [her] provide food [to students]”
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and Mrs. Clarkston stated “I provided food, clothing, whatever you think of that type of support,
not just education” to her students. This is similar to what Mrs. Harris discussed about resources,
except Mrs. Clarkston did not connect the providing of these resources to the implementation of
services and supports. However, as Mrs. Harris and Mrs. Clarkston noted, there is a need to meet
all needs of the students in order for students to achieve greatness and success.
Similar to Mrs. Harris, Mrs. Clarkston reported relying heavily on collaboration with
colleagues and utilizing all available resources and personnel within the school building. In
describing services provided by Mrs. Clarkston to the students and families she serves, Mrs.
Clarkston explained how services were rendered times outside of the school day. Even though I
did not notice any physical changes in Mrs. Clarkston’s demeanor or facial expressions during
the interview that would indicate displeasure with providing services outside of the school day,
any staff members’ need to work beyond the allocated workday is an indication that the school
lacks either resources or personnel that would ensure all work is done during the school day.
Mrs. Clarkston did share that “collecting of the data is the hardest thing for much of these
implementations” and explained how she wanted to “work on trying to figure out how to make
that better” for staff members. The time investment in data collection was shared by multiple
participants, including Coach Kelsey, who also expressed how support personnel could alleviate
the teachers’ burden of documentation and paperwork. While Mrs. Clarkston did not suggest
hiring or recruiting support personnel to complete the documentation for teachers, she did
acknowledge how documentation is cumbersome to teachers and needs to be addressed. The
discussion on documentation and paperwork connects to the “Pressure on Teachers” pattern that
also falls under the theme of Inadequacies in Implementation.
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Pressure on Teachers. The pattern “Pressure on Teachers” emerged as a concern noted
by participants when they were explaining efforts made to effectively meet the needs of students.
The codes that support this pattern include “documentation,” “paperwork,” “stress,” “pressure,”
and “time.” Each of these codes are reflected within the participants’ responses to the interview
and questionnaire questions. Figure 13 shows the percentage of contributions from each
participant.
Figure 13
Participants’ Contributions to the Pattern Pressure on Teachers

Pressure on Teachers
Coach Kelsey
27%
Dr. Griffin
Dr. Clayton 14%
0%
Mrs. Clarkston

Mrs. CareBear
18%
Mrs. Ju Perry
5%
Mrs. Harris
9%

27%

Most of the participants believe that the core ideas of PBIS, RtI, and MTSS is that every
student needs something different but that these supports and services can also serve all students.
In an effort to serve all students, participants noted the need for commitment from all MET
members, which includes the commitment to completing all necessary paperwork and
documentation associated with the implementation of PBIS, RtI, and MTSS. These
responsibilities, thus, add additional work for teachers to complete. With inadequacies already
noted in personnel, resources, time, and training, teachers may be resistant to completing the
required paperwork or struggle to complete it, especially within the expected timeframes.
According to Coach Kelsey, the work to implement RtI with fidelity places “a lot of
pressure on teachers.” Coach Kelsey explained, “Teachers are trying to balance a way not to lose
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the students that are on Tier 1 [and to do so,] they have to find time out to meet with their Tier 2
or Tier 3 students.” The need to balance their time amongst students on multiple tiers while
delivering instruction and completing paperwork adds pressure on teachers. Further, Coach
Kelsey stated, “So, there’s a balance that needs to be had, and there’s a lot of paperwork,
undesirable paperwork, that teachers don’t want to, you know, don’t want to have to do.” For RtI
to be effective, teachers are “always having to document, always having to do this and it takes
the desire away from teachers actually implementing these strategies because of the
documentation.” I noted in the researcher’s journal how Coach Kelsey expressed empathy in his
tone when explaining about how teachers are negatively impacted by the required documentation
and appeared sympathetic knowing that RtI is helpful but comes at a cost.
Coach Kelsey contended that RtI “tends to stress teachers out,” there was also the
recognition for a “way to better manage the extra stuff,” which circles back to the need for
change within the implementation process or additional resources and/or personnel. Coach
Kelsey also shared, when discussing RtI, “it can get stressful and I think there needs to be some
type of reconstruction or reorganization as far as what teachers are expected to do based on, you
know, what they’re doing in the classroom.” The researcher noted how Coach Kelsey was the
most ardent proponent of making changes in terms of teacher responsibilities associated with RtI,
which may be because Coach Kelsey is a GET, which means Coach Kelsey has considerably
more experience with the documentation necessary for RtI from the teacher perspective.
Mrs. Clarkston also shared concerns about the pressure of implementing PBIS, RtI, and
MTSS. According to Mrs. Clarkston, in one building she worked, she “had to work really closely
with whoever dealt with” RtI because the school only “had one person that did RtI.” This meant
that all counselors that needed to learn about RtI, along with all other MET members, “had to
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work closely” with this individual. Further, these counselors had to learn from this single RtI
expert within their building while also supporting teachers with data collection and “gathering
the information.” Even though these counselors were being trained on the spot on how to
implement RtI from a single expert, Mrs. Clarkston, like her colleagues, were still tasked with
“helping the teachers to gather the information, walking the teachers through what type of
information they need to gather to make it [RtI] successful for the students.”
While Mrs. Clarkston did not explicitly indicate that learning while doing created
pressure, she did acknowledge that teachers were under pressure as equal contributors to the
implementation of RtI. Mrs. Clarkston explained how teachers are burdened by the
documentation and paperwork associated with RtI. She shared how teachers would have to stop
what they were doing “to gather the information you [the counselor] need for this one student for
RtI” and expressed how “RtI could be hard for a teacher.” In Mrs. Clarkston’s position, she, as a
counselor, would come “in to sort of help the teachers with that” and explained how she now
“mostly work[s] more with RtI and helping the teachers with gather[ing] the information”
required for RtI implementation.
In addition to time spent with documenting student behaviors and happenings, teachers
are also expected to attend MET meetings. Mrs. Clarkston shared how, “we [the MET members]
get together as a group … sit around and talk about how we can help this student and in each one
of his or her classes.” This level of collaboration means that all teachers providing RtI are
responsible for attending these meetings and contributing to the discussions, which decreases
their available time to perform other tasks, such as lesson planning. The required attendance of
teachers at these meetings may be part of the cause of stress on teachers noted by Coach Kelsey
when referencing the time commitments to implementing RtI. Coach Kelsey completed the
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demographic portion of the questionnaire but opted out of contributing answers to the openended questions on the questionnaire, so insight into Coach Kelsey’s experiences is limited to
responses provided during the interview.
Mrs. Harris also noted the degree of teacher involvement when discussing
implementation. According to Mrs. Harris, implementation requests “constant feedback, followup … monitoring, re-meeting, re-looking at things, tweaking, and making sure that all parties
are, you know, have the same goal and objective.” This places pressure on teachers as their
attendance at meetings and involvement in the decision-making process is an additional facet of
their job and teacher duties. These tasks take time to complete, and it is understandable that these
tasks can produce feelings of pressure or stress on teachers.
Dr. Clayton confirmed the teachers’ involvement in RtI as well as PBIS and MTSS.
According to Dr. Clayton, “we [the team] have documentation and accountability” for which
teachers provide extensive documentation on the intervention and supports, as many of these
supports are provided within the classroom under the watch of teachers or by the teachers.
According to Dr. Clayton, “we are constantly measuring and getting progress monitoring data
points,” and while these are crucial in decision-making, this need for documentation does put
pressure on teachers who are responsible for completing this paperwork.
Mrs. CareBear acknowledged the extra workload thrusted upon teachers in
implementation also. Mrs. CareBear stated, “I think we have a lot of people that want to do the
job with fidelity, but the issue again, sometimes it it’s not a separate job” when referencing the
implementation of interventions. In describing implementation, Mrs. CareBear said, “It’s always
a job piled on to another main job that someone is doing.” Thus, it is easy to understand why
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teachers may feel pressured, like Coach Kelsey, when the task of implementation falls on the
classroom teachers to do.
While support is provided by MET members and participants have noted their
involvement in providing support to classroom teachers, it is evident that the teachers remain the
ones responsible for completing the documentation. No participant expressed how they do the
paperwork in place of the teacher. Instead, participants shared how they “supported” or “helped”
teachers with the process and completing paperwork. Mrs. CareBear acknowledged the
implementation of “MTSS and other services” can be “cumbersome for everyone” and expressed
the need to create a “seamless way” that would assist the MET members with supporting the
students and implementing these interventions. I noted, in the researcher’s journal, participants’
tone, when discussing stressors associated with implementation and documentation
requirements, was more sympathetic and compassionate. I noted in the journal that participants
considered the implementation a team effort, but that much of the daily implementation came
down to the actions and work of classroom teachers.
In addition to paperwork and daily implementation, Dr. Griffin cited how teachers require
support to implement interventions with fidelity. Dr. Griffin stated, “I think if they’re practiced,
and people receive the support that they need, that it [RtI] works for everybody.” While this is
not a direct acknowledgement that implementation adds pressure to teachers, it does bring
attention to how teachers have to expand their work to include learning how to implement
interventions and take time to integrate these new learnings into their practices. Further, Dr.
Griffin stated, “implementing interventions has to take place a different time than normal
instruction. It has to be in addition to the regular, the regular curriculum,” which means time has
to be allocated for MTSS to be implemented. However, teachers are still part of the
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implementation of MTSS and would be expected to contribute to the implementation of MTSS
even during non-instruction time, which may also put pressure on teachers.
Conclusion and Connection to the Research Questions. Participants acknowledged
how PBIS, RtI, and MTSS can be implemented successfully and with fidelity. However, there
were noted inadequacies that exist in the delivery of these supports and services. Namely,
participants reported inadequacies with training, time, resources, and personnel. Further,
participants communicated concerns with the amount of pressure that the implementation of
these interventions puts on teachers. Teachers are the ones completing the paperwork, delivering
instruction, implementing the interventions, and documenting progress. While they receive
support from other personnel, they are heavily relied upon to complete tasks within a set time
frame, participate in the decision-making process, and attend meetings about students on a
regular basis. These pressures coincide with the inadequacies documented by participants, as
participants shared how more training and time are needed as well as additional resources and
personnel that can better support teachers and the implementation process.
This pattern informs on to the answering of both research questions, although this theme
contributes heavily to the first research question. The theme, Inadequacies in Implementation,
provides an in-depth understanding of how participants perceive the daily implementation of
PBIS, RtI, and MTSS, which corresponds to the first research question. It is evident that there are
significant demands placed upon MET members to ensure the successful delivery of services and
supports to students. Daily requirements for implementation include documentation, follow-ups,
data monitoring and evaluating, scheduling and holding meetings, and working collaboratively
with other MET members. Considering the amount of collaboration and communication, it is
evident that the daily implementation of PBIS, RtI, and MTSS is time consuming albeit effective
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when done properly. Overall, participants hold a positive view of the possibilities and potential
of PBIS, RtI, and MTSS, although inadequacies exist within the daily implementation
experienced by these participants.
The second research question asked about the outcomes of implementing PBIS, RtI, and
MTSS in terms of Black male students in special education. Reflected in this pattern is how
successful implementation does generate favorable results. Participants shared how they noticed
improvements in student behaviors and academic success. However, this theme heavily
emphasized the daily implementation as it is understood and perceived by MET members. The
third and final theme, Racial Inequalities, answers the second research question at length.
Racial Inequalities
The theme Racial Inequalities resulted from the frequency of participants’ reporting of
Black male students being overrepresented in special education. This theme comprises of the
patterns “Overrepresentation,” “Prejudice,” “Unmet Needs,” and “Parental influence.” Figure 14
depicts the theme and associated patterns while Figure 15 presents the participants’
contributions, in percentages, to the formation of the theme.
Figure 14
Racial Inequalities Theme with Associated Patterns

Racial Inequalities
Overrepresentation

Prejudice

Unmet Needs

Parental Influence
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Figure 15
Participants’ Contributions to the Theme Racial Inequalities

Total Contributions to Theme per Participant
12
10
8
6
4
2
0
Coach Kesley Mrs. Clarkston Mrs. Ju Perry

Dr. Clayton Mrs. CareBear

Dr. Griffin

Mrs. Harris

Overrepresentation. “Overrepresentation” emerged as a pattern due participants’ view
about the systematic and social perceptions that contribute to Black males being overrepresented
in special education. Further, the pattern resulted from participant accounts of students being
labeled based on behaviors and/or diagnosed hastily without understanding the student or their
needs. Codes that contributed to this pattern included “minority,” “socio-economic,”
“understand,” “labeling,” and “disproportionate.” Figure 16 below depicts the contributions of
participants to this pattern.
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Figure 16
Participants’ Contributions to the Pattern Overrepresentation

Overrepresentation
Mrs. CareBear
15%
Coach Kelsey
15%

Mrs. Ju Perry
15%
Mrs. Harris
7%

Dr. Griffin
11%
Dr. Clayton
11%

Mrs. Clarkston
26%

Overrepresentation of Black male students in special education emerged as a pattern
resulting from participants’ responses to interview and questionnaire questions. During the
interviews, participants were asked to share out their recommendations about reducing any
perceived overrepresentation of students in special education. While overrepresentation emerged,
there was also an acknowledgement of general disproportionality in which some populations are
underrepresented. The instances of disproportionality are presented within this pattern.
During the interview, Mrs. Ju Perry acknowledged disproportionality within the
educational system and in special education. According to Mrs. Ju Perry, disproportionality is the
result of schools failing to “address the needs” of students early on, such as in elementary and
middle school, as opposed to waiting until high school to make educational decisions and
implement supports and interventions. Mrs. Ju Perry stated, “The later you wait, the much harder
it is [to address].” Mrs. Ju Perry used the example of reading deficits and stated, “if you don’t
catch that reading, the reading deficits early, it’s going to be very, very difficult to do it later on,
like in middle and high school.” To reduce overrepresentation, Mrs. Ju Perry contended that
early identification of academic or behavioral concerns is essential and said, “I think if you
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intervene early, you probably wouldn’t see as much of this, the disproportionate numbers, you
know, later on” referencing how disproportionality is more apparent at the high school level.
Based on the Dr. Griffin’s questionnaire response, she shared that her experiences have
been limited to a specific population of scholars. Dr. Griffin stated that “more minority
populations are being misidentified and placed in most the restrictive environments due to
internalizing and externalizing behaviors that were not addressed.” According to Dr. Griffin,
overrepresentation is prevalent in her school setting. During her interview acknowledged that
“African American boys are overrepresented”. She recommended that in order to advance the
purpose and intention of this study, it may prove to include educators from various settings as
well as educators of different back grounds.
Mrs. Clarkston, on the questionnaire, expressed that “Educators MUST as hard and even
time consuming this could be, stop and think before we place students in boxes that they may not
belong in” which contributes to overrepresentation of students. While Mrs. Clarkston
acknowledges that students come to school angry, tired, sad, quiet, non-participant and even a
BULLIED, and they may have underlying living situations that does not warrant special
education placement. She stated in her questionnaire that “we will never know what the
underlining issues are about until we converse and engage more with the student.” Mrs.
Clarkston confirmed her statement by further expressing “Many of our young Black boys are
placed in Special Ed, detention and etc. (all negative aspects of education) all because they are
MISUNDERSTOOD.” Mrs. Clarkston acknowledged that “we are not reaching these young
boys.” She also noted that “We must place ourselves in their shoes and work hard at breaking
that barriers that we have between us as Educators and the students to be able to see many of
their full potential.” Mrs. Clarkston even contended with great emphasis that “The
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HOPELESSNESS syndrome is real in many communities especially the Black community and
MORE So with our Black-AFRICAN American BOYS.” Based on Mrs. Clarkston assertations,
there is a great passion and concern to address the overrepresentation of Black males.
Coach Kelsey, during his interview, expressed that “I don’t see any disproportionality
among 504s;” however, the is an overrepresentation of students on Tier 2 and Tier 3 especially
Black male students. Coach Kelsey spoke of how “more manageable time” could help with the
overrepresentation of so many students on the previously mentioned tiers. His recommendation
for reducing overrepresentation is “just having time and providing accommodations for students
who need help” will help decrease the population of students overrepresented in special
education and during the RtI process. Coach Kelsey acknowledged that Black males are
overrepresented but suggested, “I see change is coming.”
On the questionnaire, Mrs. Harris expressed “some educators sometimes lack the ability
to support students individually and that promotes over-identification based on common
patterns”. Mrs. Harris, during her interview, recommended “positive buy-in, support from
parents and other stakeholders” as being a way of addressing overrepresentation. She spoke of
the need for engaging more partnerships within and out of the school. Mrs. Harris stressed the
importance stakeholders not only being teachers and parents but partners within the community.
Mrs. CareBear, on the questionnaire, expressed her perception about reducing any
perceived of students in special education were “two fold.” She further acknowledged that some
minority students are considered to have a learning disability when educators tend not to
understand or want to take the time to delve into the socio-economic factors that may be
affecting a student’s learning and behavior. On the other hand, Mrs. CareBear expressed there
sometimes is an underrepresentation of students in special education. Mrs. CareBear stated “I
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think there are minority students who should be placed in special education, but due to a process
that is not always seamless (a lot of red tape), or lack of parental involvement they fall by the
wayside.” Her recommendation for addressing her perception of the overrepresentation and
underrepresentation of Black students in special education is ensuring that the proper guidelines
and procedures implemented.
On the questionnaire, Dr. Clayton acknowledged that there is an overrepresentation of
Black male students in special education. She noted “I have noticed that some opinions are based
on biases towards minority populations.” Thus, her recommendation would be offering cultural
sensitivity training on all individuals would support with decline in the overrepresentation.
Prejudices. This pattern evolved from the theme Racial Inequalities. These pattern
focuses on preconceived notions based on gender and specific prejudices about young Black
males. The codes that contributed to this pattern include “prejudices,” “gender and race,” and
“stereotypes.” Figure 17 depicts the participants’ degree of contributions of participants to this
pattern.
Figure 17
Participants’ Contributions to the Pattern Prejudices

Prejudices
Mrs. CareBear
11%
Coach Kelsey
11%
Dr. Griffin…
Dr. Clayton
6%

Mrs. Ju Perry
11%
Mrs. Harris
11%
Mrs. Clarkston
39%

In Mrs. Ju Perry’s role, she is tasked with identifying the presence of a disability. On the
questionnaire, she shared, “it appears that sometimes, other factors drive people’s decisions
regarding services to students. These factors might be perceptions about special education,
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availability of staff/personnel, etc.” Further, Mrs. Ju Perry explained, “My experience has been
that the decision-making process, in terms of ‘minority’ populations (i.e., students of color) has
been fair,” which is inconsistent with her reporting of disproportionality of students with
disabilities at the high school level. Mrs. Ju Perry also stated, “the process [for determination of
services], most of the time, ensures that students under consideration for special services actually
receive the appropriate educational plan that they need to be successful.”
Instead of prejudice being the cause of overrepresentation or disproportionality, Mrs. Ju
Perry contended, “The problem, in my opinion, is that often the decision-making process has
been delayed much too long and so the student gains access to needed services much later than
the optimal time.” Thus, the question is why that decision-making process is being delayed to the
point that by time services are rendered, there is not enough time to rectify the years that have
passed without services and interventions. Within Mrs. Ju Perry’s questionnaire, she reported
that “the majority of the students identified as having disabilities [in her building] are males,
probably more than 75% [of identified students].” With the disproportionality of students
identified with disabilities being male, there is the possibility that females are being
underrepresented and not receiving services and supports they require to be successful. There is
also the potential that race may play a role in why the decision-making process is delayed or
prolonged to where diagnoses and interventions are not occurring until the high school level.
During Coach Kelsey’s interview, he contended that prejudice among Black males are
centered around race and gender in the United States society often placed on Black males in a
negative light. In Coach Kelsey’s role, he is adamant about first impressions to his students. He
shared “ I just felt like I didn't want young men or young women walking into class on the first
day and their stereotyped.” Coach Kelsey expressed that these stereotypes can sometimes
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characterize Black males as “aggressive and as anti-intellectual individuals” which causes
problems in the classroom setting in which he wants to avoid. In addition, Coach Kelsey noted
that these stereotypes exemplify the intersection of race and gender for Black males in which
distinct prejudices can be qualitatively created.
During the interview, Mrs. Clarkston shared her openness and unacceptance of prejudice
against Blacks. She shared her concern that “only a certain race are told about academic
scholarships and received them.” Mrs. Clarkston shared her intent on improving racial prejudices
and inequalities by stating “ I specially got into the school system to try and make things fair for
our African American babies.” Mrs. Clarkston also stated, “ I think we tend to look at young
Black boys differently than any other race or gender.” This societal opinion of Black boys speaks
to Critical race theory (CRT) and systemic prejudice and racism. During her interview, she
acknowledge that prejudice is due to societal failures and racism. Mrs. Clarkston stated “ society
has gotten where if some young men walk in with dreads in the head or pants down they’re not
smart.” She expressed that “you can judge a book by its cover.”
During the interview, Dr. Griffin expressed that there are some preconceived notions
about Black males based on their gender and race. She stated “young Black men are usually
looked at as being hyper-masculine and defiant.” Dr. Griffin contended that these young men
tend to both resist and internalize these dominant views which can have an impact in the
educational setting. Dr. Griffin noted that Black male students are subject to disciplinary
measures that exclude them from educational opportunities due to these negative perceptions and
biases. In her current position, Dr. Griffin is charged with revising disciplinary procedures at her
school to address educational exclusion.
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Mrs. CareBear acknowledged that as a result of racism, poverty and injustice is forced
onto Black males. During her interview, Mrs. CareBear noted that this can intensify feelings of
low-self-esteem, anxiety, and challenges in the educational setting. She indicated that making
education more accessible and equal for Black males would increase their economic prospects.
Mrs. CareBear spoke to how providing a “more diverse” view of Black masculinities to
educators and addressing the context of behavior could provide alternate frameworks for
educators to understand student behavior that are less likely to contribute to disciplinary actions
or out of school suspension.
Dr. Clayton recognized during the interview that school-based perceptions of racial
discrimination could be uniquely harmful to academic engagement. She suggested that in the
academic context, stereotypes and implicit harassment may stress the personal sense of worth
and belonging of Black male students, raising the likelihood of school disengagement. Dr.
Clayton acknowledged that school disengagement triggers “discipline and academic concerns”
which evokes special education referrals.
Unmet Needs. The pattern “Unmet Needs” emerged from participants stating that
students' educational needs are being unmet in various ways. The codes that contributed to this
pattern include “ assistance,” “mental challenges ,” “suicidal students,” and “inadequate
resources.” Figure 18 depicts the participants’ degree of contributions of participants to this
pattern.
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Figure 18
Participants’ Contributions to the Pattern Unmet Needs

Unmet Needs
Coach Kelsey
20%
Dr. Griffin
30%
Mrs. Clarkston
30%
Dr. Clayton
20%

The participants in this study shared their perspectives regarding how unmet needs
negatively affect the ability of teachers and staff to create a successful learning environment for
all students. Many of these unmet needs include students not being at the academic level they
should be and special education students not having individualized attention. This section
presents on concerns of unmet needs participants noted throughout their interviews and
questionaries.
Coach Kelsey, when sharing about his inability to successfully support a student with
unmet needs expressed it creates a problem for both him and the student. He explained that “A
lot of students, they’re only on Tier 2 and Tier 3 of the RtI process because students don’t really
have a chance to get the assistance they need. They don’t want anybody else to know that they
need assistance.” Coach Kelsey recognized as a teacher if he is unaware of an existing issue with
a student, he cannot successfully accommodate to that student’s needs. From his interview, he
brings up the concept that in order to support a student academically, a teacher needs an
instructional method that accommodated a student’s needs.
Mrs. Clarkston explanation about students' unmet needs centered around student’s unmet
social, behavioral, emotional, academic, or physical needs that affects the student indefinitely.
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Mrs. Clarkston stated there is huge concern with students being homeless and contemplating
suicide which is a social and emotional concern. She shared “we had several homeless students
that had mental challenges. And when I say mental, like they, on a regular basis was talking
about they wanted to kill themselves.” Additionally, Mrs. Clarkston described how students'
unmet needs aren’t just comprised to the educational setting. However, she shared that “I've even
had to ask families and other teachers to help me provide food, clothing, and whatever type of
support to help meet student's unmet needs, not just educational.” Mrs. Clarkston even shared
how there is confusion between medical and learning disabilities among parents. According to
Mrs. Clarkston, “I think it might be that the parent needs to go take this medical impairment
form because now the student has a medical issue that said, we think it's a learning disability, but
the student has a problem medically.”
Dr. Griffin’s point of view about the unmet needs of students includes the need to address
social and emotional needs of all students. Dr. Griffin stated, “I think, that is by making sure that
we're meeting the social emotional learning needs of all our students, um, that they have
someone who cares about them and someone who understands their needs”. Mrs. Harris initial
response about the unmet needs of students was insightful. In her interview, she described the
need to address needs of others. She shared “More importantly, I would like for people in
education, as a whole, to really, really look at ways in which we can continue to support without
always identifying students like we did back in the day.” Mrs. Harris believes that it's important
for educators to remove preconceived notions from our head and treat every child as an
individual with individual needs. She suggests that address their unmet need through wrap
around services and not necessarily with a piece of paper or documentation.
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Like Dr. Griffin, Mrs. Ju Perry agrees that school's must look at the social and emotional
areas of students to address their unmet needs. During the interview, Mrs. Ju Perry shared
“There's seems to be a lot more support at the state level” and it is important make sure that the
schools have the resources that they really need to address the unmet needs of students. She
stated that “you know, students who are having significant academic and behavior problems.”
Mrs. CareBear during her interview showed great concern about student needs exceed capacity
of what the local school can provide. She was very expressive by stating “I feel like the need
needs are greater than some of the services that we can provide.” Unfortunately, as a result of
these unmet needs shared by participants students end up being unsuccessful in the learning
environment. The next section will discuss the importance of parental influence in reducing the
overrepresentation of Black males in special education.
Parental Influence. The pattern “Parental Influence” developed from participants
feeling that if parents are well informed about the processes then there would be a decline in the
overrepresentation of Black males in special education. The codes that contributed to this pattern
include “parents,” “households,” and “home.” Figure 19 depicts the participants’ degree of
contributions of participants to this pattern.
Figure 19
Participants’ Contributions to the Pattern Parental Influence
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18%
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Parental influence was a pattern that came up during the participants interview and from
the questionnaire. During the interview, participants shared their recommendations regarding
parent participation is essential in helping with reducing the overrepresentation of their children
in special education. The participants felt parents were a key component in the success of their
child’s education.
During the interview, Mrs. CareBear, it is evident that there is a necessity for parental
involvement not only at the onset but throughout the implementation process of PBIS, RtI and
MTSS. She expressed “I think parents definitely appreciate those strategies” that are used to
support their children. On the other hand, Mrs. CareBear, expressed that “I think there are
minority students who should be placed in special education” but due to a process that is not
always seamless (a lot of red tape) or lack of parental involvement (i.e., following through to
complete paperwork or attending meetings, some students slip through the cracks. Mrs. CareBear
acknowledges that this is serious and tends to contribute to the overrepresentation of Black males
being placed into special education.
From the questionaries, Dr. Griffin shared that scholars are entitled to experience
expected excellence every day. Every day is a new day for everyone to become their best selves.
In order to deliver this message, it is imperative educators and parents embody the same mission
in order to reduce the overrepresentation of Black males. During her interview, Dr. Griffin
explained how "good cooperation between schools, homes and communities" would contribute
to student academic achievement, as well as education reforms. She also noted that their
committed parents have good academic support from successful students.
Dr. Griffin acknowledged that a large percentage of students “lack parental or home
support.” Dr. Griffin further noted that “students who don’t care about their future and school” is
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typically systemic of home. She suggested that this could be due to ‘socio-economic issues or
they haven’t ate the night before.” Dr. Griffin stated “the parents also need to be supported
more.” Dr. Griffin acknowledges that when analyzing the concerns surrounding overrepresentation, parents and families are considered an integral part of the equation. The view of
parental control seems to be that they lack money, education or time. The lack of these concerns
may lead to the over-representation that is seen in this school from the perspective of the
participants.
In Mrs. Ju Perry’s role consulting with parents his one of her primary roles. From her
questionaries, she expressed that the information she uses to determine whether the student’s
profile appears to be characteristic of a disability or whether the student’s issues can be
addressed by modifications in the regular education program requires parent input. She shared
that parent buy-in is critical in removing their children from the least restrictive environment and
contributing to the overrepresentation of Black males being placed in special education.
Mrs. Clarkston shared, in her questionnaire, that a big contributor of overrepresentation
of Black males being placed into special education is the low or lack of education of the
student’s parents. In her current role, Mrs. Clarkston recognize the important role that strong
positive bond between homes and schools, play in the development and education of children.
She notes that most of her communication with parents is centered around their child’s grade,
discipline or beginning the Student Support Team (SST) process. She acknowledges that it is
“overwhelming for parents at times” and they seek to her for answers. Mr. Clarkston shared that
maybe if parents had “some structure or disciplinary action at home” there would be a decline in
the overrepresentation of Black males in special education.
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Dr. Clayton, during the interview, shared how important it is “for parents to be apart of
the decision making process” to decrease the overrepresentation of students in special education.
In other words, parents may be able to gain more self-confidence in their position as parents, to
demonstrate leadership in decision-making, to communicate more actively and productively with
their children in terms of schoolwork, and to communicate more effectively with other parents at
school. Dr. Clayton recognizes that teachers can benefit from improved communication with
parents, a deeper understanding of their students' families and their circumstances, and more
effective communication with both families and the community. Dr. Clayton further noted that
by raising “teacher morale, more family engagement and higher student academic achievement,”
schools would benefit from parental participation.
As this section reveals, some participants felt that the role of parents was a contributing
factor in why Black male students are overrepresented in special education. The participants in
this study that contributed to this pattern agreed that the special education system needs greater
inclusion of ethnicity and that this could help with the question of parental involvement and the
over-representation of Black male students in special education. The next section presents a
conclusion and connects the findings back to the research questions.
Conclusion and Connection to the Research Questions. The purpose of this section
was to share the participants responses regarding the theme Racial Inequalities of Black male
students in special education. Namely, participants reported overrepresentation, prejudice, unmet
needs, and parental influence as areas of concern. Further, the participants in this study
communicated their concerns about the unfairness and mistreatment of Black male students. The
participants shared how the overrepresentation of Black males are due to systemic and social
perceptions. Participants shared how preconceived notions about Black males are based on the
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role of their gender and race. These preconceived notions can attribute to Black male students’
unmet needs due to social, behavioral, emotional, academic, and physical needs. The perceived
obstacles can also be due to the limited parental involvement in the educational planning of
Black male students.
This theme informs on answering the second research question asked about the outcomes
of implementing PBIS, RtI, and MTSS in terms of Black male students in special education.
Reflected in this theme Racial Inequalities among Black males in special is prevalent and the
participants understand that they have a lot to do in order to address the overrepresentation of
Black males in special education. This theme was able to inform on how members of MET
understand and perceive the daily implementation of PBIS, RtI, and MTSS, as participants
reflected on actions they take daily. Further, participants were able to reflect upon how their
implementation practices affect Black male students in special education that they serve, which
contributes to our understanding of how MET perceive the outcomes of the implementation
answering the second research question.
From participants’ contributions to this study, it is understood that MET members
actively work to implement PBIS, RtI, and MTSS with fidelity, yet the implementation process
fails to prevent the overrepresentation and even underrepresentation of students in special
education. Additionally, there are factors that contribute to the overrepresentation of Black males
including prejudice. It is understood that the implementation of these interventions fails to meet
all student needs and that parental influence also contributes to the success or failure of these
interventions. Thus, the interventions alone are not enough to ensure that Black male students
will not remain overrepresented within special education, especially when reflecting upon
participant contributions to the development of the Implementation Requirements and
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Inadequacies in Implementation themes. Further, the role of parents cannot be discarded, as
parents play a crucial role in the MET meetings that determine the interventions as well as
meeting their kids needs extending beyond and outside of the scope of education.
Summary of the Results
The purpose of this chapter was to analyze the findings from each participant interviews
and identify the common themes that emerged from the analysis. The researcher who conducted
each of the interview's participants provided a precise description of each interview. This study
was conducted to answer two research questions:
RQ1: How do multi-disciplinary evaluation team members understand and perceive the daily
implementation of PBIS, RtI, and Multi-tiered Systems of Supports?
RQ2: How do multi-disciplinary evaluation team members perceive the outcomes of
implementing PBIS, RtI, and Multi-tiered Systems of Supports in terms of Black
male students in special education?
Current federal law requires school districts to have effective support programs (e.g.
PBIS, RtI, MTSS) to provide all students, particularly those who come from different
backgrounds, with tailored curricula, curriculum, and interventions and to improve the outcomes.
The purpose of PBIS, RtI and MTSS is to provide direct support to students at risk of disabilities
by layering appropriate support and interventions as required to enhance the results for students
identified as experiencing early risks (Gay, 2010; Ladson-Billings, 2014). Successful systemic
implementation of the system of support for both academic and behavioral needs of students is
what proves difficult due to the control that school districts and, in most cases, local schools
have.

176
The findings of this study are essential to improving the method of referring and
identifying special education students with the ultimate goal of reducing improper referrals and
classification of Black male students in special education (Sullivan & Bal, 2013). In addition,
this study contributes to the field of educational knowledge by defining current problems that
impede the implementation of supports such as PBIS, RtI, and MTSS by MET members.
Interview data collected in this study shows that MET participants felt that according to the
research and literature of the study, they still lacked the experience, information, and skills to
carry out the critical processes associated with the implementation of PBIS, RtI, and MTSS.
However, due to a lack of knowledge among MET participants of how the process of PBIS, RtI,
and MTSS leads to referrals to special education by Black male students.
This research also contributes significantly to the field of expertise in recognizing
challenges that might arise in the introduction of an education reform, such as PBIS, RtI, and
MTSS, and reducing the over-representation of Black men in special education (Bal et al., 2014).
Through the data presented in this study, it became evident that some MET participants are
sufficiently armed with key basic concepts rooted in educational research and literature. In this
study; however, some MET members shared difficulties and provided recommendations that
could help lay the groundwork for potential policymakers and federal, state and local education
agencies as they strive to create ways to strengthen their practices and meet the needs of all the
students they represent. Local school MET members will shape the future of education and guide
the vision of achieving greater equity in schools by integrating the perceptions of the MET
members who participated in the research study.
The themes and patterns justified the study's outcomes. In addition, the three data sources
provided enough data to produce a thick description of the expectations to validate the results.
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The wealth of data showed the importance and significance of the questions and outcomes of the
study. Research questions arose from a lack of literature to explore how members of the multidisciplinary evaluation team (MET) perceive the implementation and outcomes of MTSS based
on the perceptions of multiple stakeholders. This next section will present each of the three
themes identified in the study, supported by literature, will answer the research questions on
which the study focused.
Theme 1: Implementation Requirements. For the overall success of both the local
schools and individual students, MET members who lead PBIS, RtI, and MTSs in schools are
important. Elliott (2008) contends that a systematic approach is needed for PBIS, RtI, and
MTSS, for which all stakeholders must be on board from the start to help inform the
development, implementation, and evaluation of the program (Bal et al., 2012). The theme,
Implementation Requirements, contributes to answering of the first research question asking:
How do multi-disciplinary evaluation team members understand and perceive the daily
implementation of PBIS, RtI, and Multi-tiered Systems of Supports? With regard to
implementation, participants expressed the need for sufficient time to gather and evaluate
information, train teachers, collaborate with staff members, hold meetings and interact with
students individually, as well as to integrate their parents' participation. The perceptions held by
each participant differed. The variations between their views may; however, they may be related
to their different positions as a member of MET and their duties as well as their level of
participation.
Theme 2: Inadequacies in implementation. The participants understand how it is
possible to incorporate PBIS, RtI, and MTSS effectively and with fidelity. Inadequacies in the
provision of these aids and facilities have been noted. Participants, in particular, reported
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inadequate training, time, resources and staff. Inadequacies in Implementation offers an in-depth
understanding of how participants interpret the regular implementation of PBIS, RtI, and MTSS,
which is consistent with the first research question. The second research question inquired about
the implications of implementing PBIS, RtI, and MTSS in terms of Black male students in
special education. How efficient implementation produces favorable results is expressed in this
pattern. The theme highlighted the everyday implementation, as it is interpreted and viewed by
members of MET.
Theme 3: Racial inequalities. The theme Racial Inequalities focuses on participants
perception on Black males students that seem to be overrepresented in special education and
explored the factors that may be contributing to this issue. The patterns within this theme include
“Overrepresentation,” “Prejudice,” “Unmet Needs,” and “Parental Influence.”
“Overrepresentation” looked at how Black males are overrepresented in special education
especially as it relates being served for emotional behavior disorder. “Prejudices” was a pattern
that looked at the preconceived notions of Black males based on their gender and race. “Unmet
Needs” shared about how Black male students have needs beyond just what educators and
schools can provide. The “Parental Influence” pattern paid close attention to the role parents play
in the process of referral, assessment and placement of their child.
This theme was consistent contributed to answering both research questions. It was found
that MET perceptions comprise of a number of factors. The successful implementation of PBIS,
RtI, and MTSS is important, in order to reach students and address their needs. Findings within
this study also aligned with previous research. MET members need support with strategies in
order for them to be successful. The participants also found to lack appropriate training and
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intervention timing to address students’ needs earlier. Racial inequalities continue to exist
leading to problems such as overrepresentation and prejudices.
The data analyses involved in obtaining the results of the analysis, as well as the study
results, were described in this chapter. Chapter 5 therefore presents the Overview, Findings, and
Recommendations which emerged from the results of the analysis. Within Chapter 5, a synopsis
of the study is provided in addition to elucidating how the results of this study contribute to the
current literature on MET understand and perceive the daily implementation of PBIS, RtI, and
MTSS and perceive the outcomes of implementing PBIS, RtI, and MTSS in terms of Black male
students in special education. In addition, implications that resulted from the research results are
included in order to articulate how the research can be used to solve problems in the real world.
In addition, recommendations are given based on the results and findings of the research,
including considerations for potential studies to build on this research. Further, recommendations
are provided to improve current practices in education with the purpose of implementing PBIS,
RtI, and MTSS with fidelity and reducing the overrepresentation of Black males' students in
special education.
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Chapter 5: Summary, Conclusions, and Recommendations
Summary of Study
The purpose of this qualitative, descriptive single-case study was to explore the
phenomenon of Black male students’ overrepresentation in special education through
ascertaining the perceptions of team members that determine placement and re-evaluate the
appropriateness of the placement and supports provided. This study was motivated by the need to
elucidate how multi-disciplinary evaluation team (MET) members perceive the implementation
of Multi-Tiered Support System (MTSS) and their outcomes regarding reducing the
overrepresentation of minorities, namely Black males in special education, in an urban public
high school. The main issue researched was how MET perceive the implementation and
outcomes of interventions and supports designed to reduce the overrepresentation of Black male
students in special education.
The importance of this study was derived from the lack of research exploring this topic,
as well as a gap in the literature involving MET participants. Therefore, this study was designed
to explore MET perceptions of a multi-tier systems of supports in order to provide
recommendations for improving the disproportionate representation of Black males in special
education. The use of a qualitative, descriptive single- case study was selected to fulfill the
purpose of this research for which I relied on semi-structured individual interviews,
questionnaires, and a researcher’s journal that allowed me to conduct methodological
triangulation to corroborate the findings.
The researcher relied on the six steps of thematic analysis by Braun and Clarke (2006) to
identify codes, patterns, and themes. Three themes were identified for which there were three
patterns for the theme Implementation Requirements, four patterns for the theme Inadequacies in
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Implementation, and four patterns for the theme Racial Inequalities. To present the findings of
this study, this chapter is organized into the following sections: (a) Summary of the Study; (b)
Summary of Findings and Conclusions; (c) Implications; and (d) Recommendations for Future
Research. A brief summary is also provided at the conclusion of this chapter.
Summary of the Study
The purpose of this qualitative, descriptive single-case study was to explore the
perceptions of a MET including an administrator, counselor, school psychologist, SET, and GET
regarding the implementation of PBS, RtI, and MTSS in an urban high school located in a
southeastern state in the U.S. This was a qualitative, descriptive single case study. The two
guiding research questions were:
RQ1: How do multi-disciplinary evaluation team members understand and perceive the
implementation of PBS, RtI, and Muli-tiered Systems of Supports?
RQ2: How do multi-disciplinary evaluation team members perceive the outcomes of
implementing PBS, RtI, and Multi-tiered Systems of Supports in terms of Black male
students in special education?
The conceptual framework for this study was the Critical Race Theory (CRT) created by
Derrick Bell (1968). Bell’s CRT implies that overrepresentation of a population cannot be
addressed without carefully understanding how racism is experienced by Blacks drives the
system (Delgado & Stefancie, 2001; Ladson-Billings & Tate, 1995). CRT is a methodology
aimed at changing the relationship between race, prejudice and power (Delgado & Stefancic,
2001). It is imperative that educational researchers explore the role of race when analyzing the
educational experiences of Black students, given the often elusive way in which race and racism
work. CRT is a helpful perspective from which to explore such a case.
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In this study, CRT was used as a conceptual framework as a race-based epistemology
because it offered a lens through which the way and process through which race, white
supremacy and racial ideologies have influenced policy attempts for Black students to address
the research questions, criticism and challenges. Further, this study aimed to address the gap that
resulted from not knowing how MET members perceive the implementation and outcomes of
interventions and supports designed to reduce the overrepresentation of Black male students in
special education.
The researcher chose to perform a qualitative descriptive, single-case analysis to meet the
purpose of the study, respond to the problem statement, and address the research questions. To
collect enough data from this case study to provide a thick description of the phenomenon, three
data sources were selected. The three types of data used included semi-structured interviews,
questionnaires, and the researcher’s journal. The use of three data sources allowed me to conduct
methodological triangulation, which is defined as triangulation across multiple data sources
(Denzin & Lincoln, 2011). Methodological triangulation is commonly confused with data source
triangulation, and Denzin and Lincoln define data triangulation as being triangulation of data
sources collected over “time, space, and person” (Denzin, 1970, p. 302), which is why data
triangulation was not performed.
Seven educational professionals including one principal, two assistant principals, one
general education teacher, one special education teacher, two counselors, and one school
psychologist participated in this study of which each serve participate on a MET. To interpret the
data and present the findings of the report, I followed Braun and Clarke’s (2006) six steps of
thematic analysis. Since the research aimed to fill a gap in the literature and broaden current
knowledge of MET perceptions, thematic analysis was chosen to ensure that data analysis was
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maintained using a systematic approach commonly used for analyzing qualitative data. The use
of three sources combined with seven participants ensured I met data saturation, or the point to
which no new information would be revealed from additional interviewing or data collection.
Further, through the use of interviews, questionnaires, and a researcher’s journal, I was able to
answer the research questions that drove this study.
Although the previous chapter discussed the detailed findings of the research, data
collection methods, and the data collection procedures, this chapter provides a short synopsis of
the major findings from the study along with how the findings align with current body of
literature on the topic of PBIS, RtI, and MTSS in serving Black male students in special
education. As such, there is a section presenting entitled “Summary of Findings and
Conclusions” that connects this study’s findings to current literature. There is also an
“Implications” and “Recommendations” sections. The “Implications” section provides the
theoretical, practice, and future implications based on the findings of this study as well as this
study’s strengths, weaknesses, and limitations. Meanwhile, the “Recommendations” section
presents specific recommendations pertaining to future research and future practice stemming
from the results of this study.
Summary of Findings and Conclusion
The purpose of this study was to explore the perceptions of MET members, including an
administrator, counselor, school psychologist, SET, and GET, regarding the implementation of
MTIS including PBS, RtI, and MTSS in an urban high school located in a southeastern state in
the U.S. Two research questions sought to explore how MET members understood and perceived
the implementation of PBIS, RtI, and MTSS as well as how they perceived the outcomes of
these three interventions in terms of Black male students in special education. Upon analysis of
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the raw data, I identified three themes including Implementation Requirements, Inadequacies in
Implementation, and Racial Inequalities. These three themes along with their associated patterns
are presented below.
Implementation Requirements
Multidisciplinary evaluation team (MET) members responses in this study were
consistent with of previous research that examined the on how PBIS, RtI, and/or MTSS are
implemented within their school building in the county as well as their involvement in the
implementation process (Ockermen et al., 2012; Sugai & Horner, 2009). This study found the
successful implementation of PBIS, RtI, and MTSS require sufficient time for MET members to
collaborate. This aligns with research Gregory (2010) in which this researcher concluded that
these interventions cannot be implemented successfully with regular ongoing communications
amongst team members. This theme is comprised of participant experts regarding MET members
perceptions of the importance of when interventions are successfully implemented how they
reach students and how these interventions can reduce the overrepresentation of a population in
special education. The review of literature by Schleicher (2011), found that both multi-tiered
systems of supports and positive behavior interventions support policies that provide a structured
framework to help troubled students and address referrals to special education services. Several
comments about implementation requires support and resources were made by participants.
The pattern, “Successful Implementation,” provided a narrative of current perceptions of
participants, including what is currently being done successfully, as well as areas of growth that
need to be addressed prior to implementing PBIS, RtI, and MTSS. Similar to other research
studies, some participants are optimistic about the effective implementation of these supports,
others are hesitant and resistant about how the supports are handled (Bal et al., 2012; Marston et
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al., 2003; Zang et al., 2014). Participants in the interviews shed light on what positive activities
are actually implementing the concept of PBIS, RtI, and MTSS with fidelity, as well as hindering
it. Fidelity of implementation is a perilous component for PBIS, RtI, and MTSS model of
instruction (Burns et al., 2005; Torgeson, 2009; VanDerHeyden et al., 2007). Fidelity affects
every aspect of the system of PBIS, RtI, and MTSS by ensuring that the activities of PBIS, RtI,
and MTSS are integrated and the model is maintained.
The participants in this study described their understanding of the implementation of
PBIS, RtI, and MTSS as interventions governed by state and local districts and could vary with
how they are implemented (Donovan & Cross, 2002; Oswald et al., 1999). This is similar to
other research studies in this area; participants shared how the local school implement a wide
range of state guidelines, processes and procedures with good intentions (McInerney & Elledge,
2013). However, the participants in this study suggested the success of these supports and
services are only effective upon the abilities of those individuals implementing them.
The pattern, “Intervention Timing,” embedded in this theme referred to implementing
PBIS, RtI, and MTSS early to address students’ needs. The results of this study would support
that in order for PBIS, RtI, and MTSS to be successfully implemented, sufficient time must be
included in the schedule to allow services to be delivered, and the timing of the provision of
services is also important to the success of PBIS, RtI, and MTSS. Similar to research conduct by
Eagle et al. (2015), most participant responses pertaining to the implementation of PBIS, RtI, and
MTSS as well as when these supports and services are most beneficial to students success.
Further, MET found early intervention is critical to preventing problems from getting out of
control. In an attempt to avoid inappropriate classification, early intervening services must be
implemented prior to student's referral (Harlacher et al., 2014).
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“Implementation Necessities” was another pattern within this theme. Most participants
emphasized the importance of having leadership that fully understand how PBIS, RtI, and MTSS
should look and the necessity for professional development. It was disclosed that the role of
school principals was crucial. The participants shared the need for school building leaders to be
informed about the support of PBIS, RtI, MTSS, and actively involved in day-to-day
implementation, incorporating both technical and adaptive leadership skills as required. In order
to create a coordinated and aligned system throughout the school, the results demonstrated the
value of improving professional development which further the work of (Quint, 2011).
Dr. Griffin stated, “successful implementation requires progress monitoring” and is
something that teachers are responsible for managing. In an MTSS, RtI is operationalized by
using progress monitoring data to transfer students between tiers. (Kratochwill et al., 2007, p.
619). To align the appropriate supports for the implementation of PBIS, RtI and MTSS supports
will need the resource of time to increase efficiency and effectiveness. School procedures must
promote and enforce appropriate practices to provide all students with a more inclusive
education (Skiba et al., 2006).
Inadequacies in Implementation
This theme targets the realm of inadequacies associated with the implementation of PBIS,
RtI, and MTSS supports. The patterns that are associated with this theme include “Training,”
“Time,” “Resources and Personnel,” and “Pressure on Teachers.” The pattern “Training” reflects
the need to continue exploring more training for PBIS. “Time” focused on the necessity to
explore more time two meet students' needs on Tier 2 and Tier 3 in the RtI process. “Resources
and Personnel” reflected the lack resources in local schools that are needed to support students
reach their educational goals. Meanwhile, “Pressure on Teachers” presented the additional
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demands required of teachers to implement PBIS, RtI, and MTSS. This theme, in part, answers
the research questions “How do multi-disciplinary evaluation team members perceive the
outcomes of implementing PBIS, RTI, and Multi-tiered systems of supports in terms of Black
male students in special education?”, as it includes the perceptions of MET regarding the daily
implementation of PBIS, RtI, and Multi-tiered Systems of Supports.
In this qualitative study, participants spoke on the lack of teacher training is an area
indicated both in the interviews and questionnaires that may be impacting the disproportionate
numbers of Black male students identified in their school. The participants recognize teachers
could use more training. Garcia and Guerra (2004) suggest that educators need lengthy
professional development cycles to understand how their own educational beliefs can create low
expectations for Black male students. Additionally, research document that many opportunities
for professional development are detached from practical problems can be solved by using the
disproportionality issue in practice as a basis for ongoing learning (Little, 2006). All the
participants recognize need for the ongoing training in order to ensure sustainability, and they
identified the need for training that is specific to the context of the high school. There are many
misconceptions about professional development, its intent, and how it works. Many teachers
believe that content-related learning opportunities are conventional professional development at
the high school level, and that they are unsuccessful at the stage of the steepest learning curve.
The results of this study would agree “Time” is a factor that impedes educators from
providing adequate instruction and support. The participants recognize that time is also essential
of any support or service, as time was heavily discussed during interviews in relation to
documentation, planning, collaborative meetings, data collecting, and commitment to providing
time with students (Harlacher et al., 2014; Sugai & Horner, 2009). This study aligns with what is
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in the literature regarding time is an integral aspect of PBIS, RtI, and MTSS in terms of
providing effective decision making, measurable outcomes, implementing supports with fidelity.
In this study, the participants spoke on how their local school lacks the appropriate
resources in order for students meet their educational goals. The participants in this study would
agree that there is a need for additional resources, including human resources in the form of
support personnel. According to Skiba et al. (2006), resources is integral to students’ academic
success. Additionally, the participants in this study described the needs for successful
implementation and reflecting upon daily implementation of PBIS, RtI, and MTSS which
requires more personnel in the building to help with strategies and programs. This theme, in part,
answers the research questions, as it includes the perceptions of MET regarding the daily
implementation of PBIS, RtI, and Multi-tiered Systems of Supports.
Racial Inequalities
The participants in this study acknowledge that there is evidence that the problem of
overrepresentation in special education is a result of racial prejudice against Black male students.
There has been significant amount of research documenting the overrepresentation of Black
males in special education (Blanchett, 2009; Donovan & Gross, 2002; Losen et al., 2015; Skiba
et al., 2015; Trent, 2010; Zhang et Al 2014). This particular theme included the patterns
“Overrepresentation,” “Prejudice,” “Unmet Needs,” and “Parental Influence.”
In this qualitative study, participants spoke that the overrepresentation of a particular
group does not mean that the system does not work. However, it does raise serious questions as
to the causes of persistent overrepresentation of Black students being admitted to special
education programs. This study is consistent with what is in the literature regarding the
longstanding issue of student persistence consists of countless identifiers that may or may not
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contribute to a student’s ability to graduate from high school (Fierros & Conroy, 2002; Oswald et
al., 2005). There has been a significant amount of research documenting that Race and gender is
another contributing factor associated with prejudice (Fierros & Conroy, 2002; Oswald et al.,
2005; Relethford, 2009; Whitmore, 2010). In this study, participants spoke about how Black
males are singled out and prejudged based on their race and gender.
The participants in this study recognize the Black students have various unmet needs that
impact their learning. According to Moore et al. (2008), African American students are more
likely to attend schools with fewer textbooks, technology resources, and their educators are more
likely to be less trained than their suburban counterparts. The results of this would agree that
Black male students require special education services more than Caucasian students because
Black males are more likely to be exposed to poverty, violence, and crime and therefore require
more intense services (Countinho & Oswald, 2006; Skiba et al., 2006; Speybroeck et al., 2012).
Additionally, research documents that among these primary variables is the overrepresentation
number of Black families living in poverty, as considerable evidence indicates poverty plays a
critical role in how society functions (Scherer, 2016; Skiba et al., 2005).
The participants in this study recognize that parental involvement and influence is critical
for parents to be well informed about processes and supporting with the decline of
overrepresentation of Black males in special education. According to (Oswald et al., 1999),
parents know that there are lifelong consequences of choosing to label a child as disabled,
particularly if they come from a diverse ethnic or cultural background. The participants in this
study also recognize if parents have buy-in and leadership roles in the decision making, they can
become more knowledgeable of the processes and help with the decline of overrepresentation of
Black male students in special education.
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Implications
This qualitative descriptive, single-case study explored the perceptions of a MET
including one principal, two assistant principals, one general education teacher, one special
education teacher, two counselors, and one school psychologist regarding the implementation of
MTIS including PBS, RtI, and MTSS in an urban high school located in a southeastern state in
the U.S. This particular exploration was developed to address a gap in the literature and further
the current knowledge on the phenomenon of the disproportionate representation of Black males
in special education. The following sections outline the theoretical, practical, and future
implications for MET members in the field of education. The strengths, weaknesses, and
credibility of the study are also discussed.
Theoretical Implications
Based on the findings of this study, I concluded that racial inequalities exist within the
implementation of PBIS, RtI, and MTSS. Based on Bell’s (1968) Critical race theory scholarship
is focused on a sense of truth that represents people of color's distinctive experiences (Delagado
& Stefanic, 2001). CRT is a methodology that aims to shift the relationship between race,
racism, and power. Critical theory proposed that over-representation could not be addressed
without carefully understanding how Racial prejudice experienced by Blacks influence the
process (Ladson-Billings & Tate, 1995). Given the manner in which race and racism work, when
exploring the educational experiences of Black students, it is crucial that educational researchers
examine the role of race.
Since I found that there is an overrepresentation of Black male students served in special
education, it is evident that the CRT is applicable to special education and was a befitting
conceptual framework for this study. While participants of this study documented how PBIS,

191
RtI, and MTSS can be effective at reducing the overrepresentation of Black male students in
special education, there are obstacles that hinder the successful implementation of these
interventions. Therefore, it is essential for advancements to be made in the delivery of supports
and services within the educational system to avoid misdiagnosing or inappropriately labeling
Black male students that results in their overrepresentation in special education.
According to CRT, Black males experience the most personal racial discrimination with
race and their education. In the United States, the intersection of race and gender reveals that
while education and income minimize the likelihood of discrimination for others, this is not so
for Black males. Black males for some reason appear to be a threat to society. There is implicit
bias towards Black males because of people’s lack of their own conscious knowledge. The lack
of conscious knowledge then brings about stereotypes about Black males.
Black males are disproportionately shot and killed by police more than any other race.
Black males are stopped, arrested, jailed more, and significantly overrepresented in U.S. prisons.
Even in the school setting, Black males are more likely to be overrepresented in special
education or even suspended compared to their other counterparts. In other words, it is a race and
gender problem that may stem from despair, inequality, and Black male students' blocked
opportunities.
In this study, it was found the MET members do not fully understand the students that
they are serving. The participants described their work environment, one filled with complex
decisions based on several forms of knowledge and judgment. Participants noted that there is a
dilemma as to what to do and which services would be most appropriate for the student when
students need extra support beyond what they can provide in the general education environment,
or if students are not making academic progress.
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The participants in this study reported that educators are not prepared to meet the everchanging social economic and familial challenges Black males encounter daily. With the
changing demographic landscape, the MET members mentioned that they need more resources
to help support these students and their families. A few participants shared that the lack of
training specifically with cultural diversity has contributed to the overrepresentation of Black
males in special education. The participants further noted that there was a need for more targeted
professional development and training.
The participants in this study even reported the lack of how to fully address the behavior
challenges that led to the overrepresentation of Black males they see in schools. The participants
pointed out that Black males are referred to special education because of behavior and
assumptions by teachers. They further noted that teachers' decisions to refer a student to special
education are because they do not know Black students and their unique needs. In addition, the
participants reported that MET members do not fully do everything possible with fidelity to meet
the individual needs of Black male students prior to a referral for special education is considered.
Practical Implications
Practical implications associated with the findings of this study include implementation
of PBIS, RtI, and MTSS including the requirements to effectively and successful deliver these
supports and services. It is evident from the findings of this study that there are inadequacies
within the education system that hinder successful implementation of PBIS, RtI, and MTSS. The
result of these inadequacies is that some students are being overlooked and not receiving the
supports and services necessary for these students to be successful in and out of the classroom.
Further, inadequacies in the implementation process has also resulted in the overrepresentation
of Black male students in special education.
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Findings from this study support that some MET members responsible for determining
what students qualify for special education supports and services do not fully understand the
needs of the students or struggle to deliver appropriate instruction to meet the needs of the
students. Thus, the misunderstood students or those that do not respond well to typical
instruction are referred to a MET and typically given a diagnosis that places them in special
education. Unfortunately, the students commonly referred to a MET are minority students for
which many are Black male students. Therefore, these students that are inappropriately placed in
special education are not receiving the benefits of the least restrictive environment, full
participation in the general education curriculum, and their right to free and appropriate
education. As such, the school system is failing these students and the impacts on these students
are great, as not all of these students inappropriately labeled and placed in special education
graduate with their diploma, which makes it difficult for them to secure jobs or attend college.
Future implications
To avoid a continual cycle of overrepresentation of minority students in special
education, it is essential for teachers to receive training on how to implement interventions and
supports, such as PBIS, RtI, and MTSS, to avoid labeling students prematurely and placing them
in restrictive educational environments. Instead, the intention is to ensure that teachers are
capable of supporting the learning needs of all students in their classrooms and receive sufficient
support from knowledgeable experts in these interventions including the school psychologists,
counselors, GET, SET, and even administrators. Training must incorporate strategies to reduce
the burden and stress on teachers associated with the implementation of these strategies in order
to ensure the most successful outcomes for all students from these interventions.
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In addition to training, teachers require time built into their schedule to effectively
implement PBIS, RtI, and MTSS. The lack of time may be attributing to the lack of commitment
reported by participants, and this lack of commitment impedes the ability for MET members to
access the effectiveness of the interventions and meet the needs of the students. Given the myriad
of roles and responsibilities of teachers and the scarcity of free time they have within the
workday, additional support personnel would be essential for improving the current
implementation practices within schools. The addition of support personnel can supplement the
responsibilities and tasks of teachers in delivering supports and services, especially as it pertains
to the documentation requirements associated with implementing PBIS, RtI, and MTSS. Since
documentation drives decisions, it is essential for documentation and data recording to be
accurate and done consistently. However, if teachers cannot commit to doing so due to
inadequate time within the day, support personnel can maintain these records and contribute to
the success of these supports and services.
Commitment, buy-in, and investment into meeting the needs of students is essential. For
PBIS, RtI, and MTSS to be implemented with fidelity, all MET members, including all teachers,
must buy into the potential of these interventions to be successful and commit themselves to
completing all necessary tasks required to deliver these services and supports. Thus, all MET
members must be equally invested in providing these interventions across all settings. Since
these interventions have proven successful when properly implemented, it should be assumed
that they would be equally as successful in all settings. However, the benefits of these
interventions can only be realized when all personnel believe in and support the process.
Strengths, Weaknesses, and Limitations

195
Consistent with any research, there area strengths, weaknesses, and limitations to this
study. Moreover, despite attempts to eliminate any and all limitations, limitations persisted
throughout the study. The credibility of the findings of this study was therefore influenced by the
methodology, research design and data used. A weakness to this study was one participant did
not contribute much at all to the questionnaire data. Another weakness was some of the
participants provided more answers than others or elaborated more than others. Some strengths
of this research are significant, as they originated from the method adopted in its conduct, from
the initial research, design, and growth and expansion through data collection and analysis.
During the initial formation of the study, extensive research related to the subject of interest was
performed. The researcher reviewed past and current literature carefully looked for a number of
gaps, and formulated research questions centered on the literature gaps. Ongoing comparisons
were carried out to ensure that the history of the research subject, past and current literature and
the direction of the analysis were compatible.
There was a detailed assessment of the potential forms of research methodologies and
research designs. In addition, applicable literature has been reviewed in order to determine the
design that best aligns with the research topic and research questions. The methodology and
research design used mainly in the field of educational research were chosen by the researcher,
as well as thematic analysis based on its relationship to qualitative case studies. In addition, I
engaged in regular auditing of the investigation to ensure that measures were taken in
compliance with the accepted proposal and protocols for data analysis.
Recommendations
This section presents the recommendations based on the findings of this study. The
recommendations include those for future research and those for future practice. The
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recommendations for future research present studies that can further the findings of this study.
Meanwhile, the recommendations for future practice apply to decision-makers seeking to
improve the implementation of PBIS, RtI, and MTSS as well as those attempting to reduce the
overrepresentation and underrepresentation of populations in special education.
Recommendations for Future Research
The limitations and findings of this study yield recommendations for future research.
Since this study was conducted in one urban district located in a southwest state in the U.S., it is
recommended that this study be replicated in other urban school districts across the U.S. to
determine if the findings of this study are transferable to other urban school districts.
Additionally, this study relied on the participation of seven MET members creating a
heterogeneous sample consisting of administrators, school psychologists, counselors, GET, and
SET. Thus, it is recommended that this study is replicated using homogenous sampling in which
the study contains only administrators, school psychologists, counselors, GET, or SET given
each of these groups of professionals have a unique role in the implementation of PBIS, RtI, and
MTSS. I recommend, after conducting individual studies with each group of professionals that
comprise a MET, the results of those individual qualitative studies be compared to determine
how to improve the implementation practices based on the collective perceptions of each group. I
also recommend this study be replicated with a sample of MET members that work together at
the same school and at the same time. Through exploring the perceptions of MET members that
work collaboratively within the same building and following the same guidelines will advance
our understanding of how to improve implementation, evaluate what is working, and elicit
recommendations for other schools to improve their delivery of PBIS, RtI, and MTSS.
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In addition to replication studies that would be qualitative, there is a need to
quantitatively explore the implementation of PBIS, RtI, and MTSS. Since qualitative studies are
not generalizable, a quantitative study exploring how MET members perceive the effectiveness
of PBIS, RtI, and MTSS is essential in understanding whether these interventions are meeting
their intended purposes. A follow-up quantitative study to this one should also be conducted to
determine if the inadequacies in implementation identified by the participants of this study are
also experienced by MET members across the U.S. A quantitative study examining if
overrepresentation exists in other U.S. public school districts and counties should also be
conducted, given the findings of this qualitative study. Further, I recommend researchers
consider mixed methods studies to evaluate how many MET members perceive there to be an
overrepresentation of Black male students in special education, and then qualitatively explore
recommendations to reduce overrepresentation of minority students in special education.
Recommendations for Future Practice
Findings from this study generated multiple recommendations for future practice. Based
on the findings, it is recommended that administrators allocate time for collaboration into the
master schedule to allow MET members to collaborate on the success of PBIS, RtI, and MTSS,
evaluate the ongoing needs of the students, and determine next steps to improve all students’
learning. It is also recommended that administrators incorporate PBIS, RtI, and MTSS training
into in-service activities required by staff members or integrated into professional development
days to ensure all staff members that are responsible for implementing these interventions are
trained, knowledgeable, and committed to successful delivery. Since there is a necessity for
teacher buy-in, it is recommended that administrators and other MET members reflect on the
successes they have witnessed or experienced resulting from effective delivery. Success stories
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should be shared often and openly with time allowed for MET members to ask questions and
have those questions answered by experts in the implementation of PBIS, RtI, and MTSS.
It is further recommended that districts consider allocating funds to schools in need of
additional personnel to implement PBIS, RtI, and MTSS with fidelity. The findings of this study
bring to light how a lack of support hinders the ability for MET members to effectively delivery
services and supports. Therefore, it is essential for school districts and counties to consider ways
to fund additional personnel that can support implementation while teachers are simultaneously
trained and prepared for how to deliver these services independently. It is expected that once
teachers are confident and comfortable with effectively providing these services and supports,
the need for other MET members to support teachers should dwindle allowing these MET
members more time to serve the students individually. Therefore, it is recommended that
decision-makes consider a short term re-allocation of funds or increasing of funds to increase
support personnel until such time that schools are successful in implementing PBIS, RtI, and
MTSS.
Additionally, school districts and counties should consider increasing the number of
highly-trained, skilled professionals at implementing PBIS, RtI, and/or MTSS within their
district. These professionals would be expected to provide consultative services on a regular
basis to schools and train members within school buildings on how to oversee implementation of
services and supports. State and federal level funding may need to be sought to ensure all
students’ needs are met while reducing the disproportionality of students in special education,
including the over- and underrepresentation of certain groups of students. An investment in
education is an investment in the future.
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Conclusion
Overall, the current study yielded an interesting narrative to help readers better
understand the perceptions of multi-disciplinary evaluation team members (MET) that include an
administrator, counselor, school psychologist, SET, and GET regarding the implementation of
PBIS, RtI, and MTSS in an urban high school located in a southeastern state in the U.S. Further,
findings from this study contribute to our understanding of the needs of educators in
understanding disproportionality in special education with recommendations made to provide
proper professional development and training surrounding reducing the overrepresentation of
Black male students in special education. While the results of the current study offer a new
perspective on educators’ perceptions of the implementation of PBIS, RtI, and MTSS in an urban
high school located in a southeastern state in the U.S., strengths and weaknesses identified within
this study are supported by the literature surrounding PBIS, RtI, and MTSS. Findings can be
transferred and applied to other systems in the process of implementing the frameworks within
their building, although the findings are not generalizable.
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Appendix B.
Informed Consent
Date: August 2020
Dear Educator:
I am a graduate student in the Inclusive Education Department, at Kennesaw State
University. I invite you to participate in a research study entitled Disproportionality in Special
Education: A Case Study analysis of Black Males in a Southeastern Urban High School. The
purpose of this qualitative case study is to examine strategies implemented to reduce
disproportionate representation of Black males in classes for students in special education
programs as perceived by educators, administrators, counselors and school psychologist, in an
urban high school in Southeastern of the United States.
Participants are required to be 18 years of age or older, and hold a valid Georgia educator
certificate.
Your participation will involve an interview and questionnaire, which should only take
about 1 week. Your involvement in the study is voluntary, and you may choose not to participate
or to stop at any time without penalty or loss of benefits to which you are otherwise entitled. If
you decide to withdraw from the study, the information that can be identified as yours will be
kept as part of the study and may continue to be analyzed, unless you make a written request to
remove, return, or destroy the information.
The results of the research study may be published, but your name or any identifying
information will not be used. In fact, the published results will be presented in summary form
only.
The findings from this project may provide practices that better contribute to the
reduction of the disproportionate rate of Black students in Special education. There are no known
risks or discomforts associated with this research.
If you have any questions about this research project, please feel free to call me at (678)
457-1934 or send an e-mail to amccrae@students.kennesaw.edu. Questions or concerns about
your rights as a research participant should be directed to Dr. Christine Ziegler, Kennesaw
University Board Institutional Review Board, Office of Research 585 Cobb Avenue, Room
3417, MD #0111 Kennesaw, GA 30144 (470) 578-6407 irb@kennesaw.edu Thank you for your
consideration! Please keep this letter for your records.
Sincerely,
Artese McCrae
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Appendix C.
Interview Questions for All Participants
Interview Questions

1. What motivated you to pursue
your current profession?
2. Can you tell me about any
experiences with the
implementation that may be
relevant in understanding how
these supports are implemented?
3. What have you noticed in
implementing these services and
supports in terms of how they are
received? In other words, how do
you perceive the implementation
of these supports and services
relative to what they are designed
for?
4.. Based on your belief about
their purpose, how do you feel
about how these services and
supports are with meeting the
purpose you noted?
5. In what ways do you feel these
supports and services are meeting
the needs of the students? 5a.
Can you give me some examples
or elaborate on your response?
6. Based on the answers you’ve
provided already, how do you
perceive the actual
implementation of these supports
and services?
7. What recommendations do you
have in terms of producing the
intended outcomes of these
supports? 7a. What
recommendations do you have in
terms of reducing any perceived
overrepresentations of students in
special education?

Level

RQ1: How do multidisciplinary team
members understand
and perceive the
implementation of
PBIS, RtI, and Mulitiered Systems of
Supports?

RQ2: How do multi-disciplinary
team members perceive the
outcomes of implementing PBIS,
RtI, and Multi-tiered Systems of
Supportss in terms of Black male
students in special education?

1
2

X

2

X

2

X

X

1

2

X

2

X

X
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Appendix D.
Demographic and Questionnaire Questions
Demographic Questions:
1. Age? (open-response)
2. Gender? (open-response
3. Race/ethnicity? (open-response)
4. Highest level of education? (open-response)
5. Certifications? (open-response)
6. How many years of experience do you have in the field of education? (open-response)
7. How many years of experience do you have in current position/role? (open-response)
8. How many years have you been in current building? (open-response)
9. How many years of experience do you have in special education? (open-response)
10. How many years of experience do you have in participating as a decision-maker in the
eligibility process for special education services? (open-response)
Questionnaire Questions:
1. What experiences do you have working with students with disabilities?
2. What is your role in MET decision-making? Please share your involvement in the decisionmaking process and your perceived level of influence on the final decision.
3. Describe your perceptions and experiences in the decision-making process when your
position differed from that of others on the team?
4. What are your perceptions regarding the equity in decision-making in terms of minority
populations?
5. How do you perceive the diversity within the population of students with disabilities in your
building?
6. Please share any other relevant information that you feel could contribute to or advance the
purpose and intention of this study or that you would like the researcher to know.
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Appendix E.
Coding Process
Open Code

Sub-Code

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.

1.

14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.

work
fidelity
reach
prevent
recommended
decrease
Early
understand
Feedback
Training
model
expectations
Keep
Exploring
Training
support
balance
Time
Access
parents
young Black
boys
economic
label
early
services
parents

2.
3.

4.

5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.

17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.

support of
strategies
implementation
results of
successful
implementation
results of
successful
implementation
starting early
implementation
implementation
implementation
model
expectations
inadequate
training
keep exploring
inadequate
resources
inadequate
training
inadequate
training
inadequate
training and
support
success based on
time
inadequate time
inadequate time
inadequate time
inadequate
inadequate
resources
inadequate
personnel
inadequate
personnel
pressure
pressure
overrepresented
Black boys
emotional
behavior disorder
prejudices
Gender and Race
Prejudices

Pattern
1.Successful
implementation
2. Intervention
Timing
3.
Implementation
necessities
4. Inadequate
training
5. Inadequate
time
6. Inadequate
resources
7. Inadequate
personnel
8. Pressure on
Teachers
9. Overrepresentation
10. Prejudices
11. Parental
influence

Excerpt from Data
1.
2.
3.

4.

5.

6.
7.

8.
9.
10.

11.

12.

13.

14.

15.

16.

I perceive I think that they work.
I believe that they’re implemented
with fidelity.
I think if we can find a way to
better manage the extra stuff, we’ll
be able to reach more students on
RtI tier 2 and tier 3.
Really starting early to address the
needs of some students rather than
letting them go year after year.
When the principal is really fully
onboard with the RtI process and
MTSS, and PBIS they understand
how it should look.
You need someone who can model
the expectations.
As far as PBIS, I just think we just
got to keep exploring as seeing
what PBIS actually should look
like.
In reference to successful PBIS,
Probably more training.
As far as just making sure that
they’re efficient.
I think if they’re practiced and
people receive the support that they
need that it works for everybody.
So, you have to have some time
carved out in your master schedule
to actually implement in effective
MTSS
I think we definitely need more
support personnel in the building to
implement on some of these
strategies and programs.
And I just think it’s just having
time to provide accommodations
for students who need help.
I feel like the needs are greater than
some of the services that we can
provide.
I just think there’s more out there
that can help the students that are
actually doing well all the time
with their behaviors and with their
routines.
I do believe in pulls out, if you had
a RtI specialist that can for math or
for reading.
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33. Parental
influence
34. Parental
involvement

17. What I do see in most schools, the
African American boys are
overrepresented
18. I think we tend to look at young
Black boys differently than any
other race or gender.
19. I also think that overrepresentation
comes with economic part of our
babies.
20. I think the label of special ed is
slapped on early on for some
children.
21. If parents of African American
men, male students were informed
and taught and empowered to
advocate.

